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Abstract
This study examined teacher perceptions of their use of funds of knowledge pedagogy in
classrooms in two counties in central Appalachia. The funds of knowledge theory was originally
applied to the migrant Mexican American population and then transitioned to other minority
populations but has rarely been examined within the Appalachian region, nor the central
Appalachian region specifically. Since the President’s Appalachian Regional Commission in
1964, the Appalachian region has been recognized by its financial struggles, low employment
rates, and low educational achievement. While numerous researchers have examined the
problems of education in the area, few studies have sought methods for improving student
achievement. Applying funds of knowledge to pedagogy in this region offers a potential
improvement to educational achievement. In this basic qualitative research study, teachers were
selected from grades 6-8 at schools in two counties in central Appalachia and completed surveys,
interviews, and focus groups about the use of funds of knowledge pedagogy in their own
classroom, as well their perceptions of their students’ funds of knowledge and the benefits or
negative aspects of using this strategy as part of their pedagogy.

v

Table of Contents
CHAPTER

PAGE

Chapter I: Introduction.................................................................................................... 1
Statement of the Problem ................................................................................................. 1
Guiding Research Questions ........................................................................................... 5
Theoretical Framework .................................................................................................... 5
Significance of the Study .................................................................................................. 8
Definition of Terms ......................................................................................................... 10
Appalachian Region .............................................................................................................. 10
Central Appalachia ............................................................................................................... 10
Culturally Conscious Pedagogy ............................................................................................ 10
Culturally Relevant Pedagogy............................................................................................... 10
Deficit Thinking .................................................................................................................... 11
Funds of Knowledge ............................................................................................................ 11
Low-income .......................................................................................................................... 11
Rural ..................................................................................................................................... 12

Organization of the Study .............................................................................................. 12
Chapter II: Review of Literature ................................................................................. 13
Introduction .................................................................................................................... 13
Culturally Relevant Pedagogy ....................................................................................... 13
Theory of Funds of Knowledge ..................................................................................... 17
Real World Connections ....................................................................................................... 18
Student Centered Learning ................................................................................................... 20

vi

Influences on Funds of Knowledge ....................................................................................... 22
Social Network, Trust, and Dialogue ................................................................................... 23
Dark Funds of Knowledge .................................................................................................... 26
Transformational Power of Funds of Knowledge ................................................................ 27
Supports................................................................................................................................. 30
Cautions................................................................................................................................. 32
Realities of Implementing FoK ............................................................................................ 33
Combating Institutionally Ingrained Perceptions of School ................................................ 34

Appalachian Culture ..................................................................................................... 36
Educational Achievement in Appalachia ............................................................................. 36
Theories of Culture and Poverty ........................................................................................... 40
Stereotyping in Appalachia .................................................................................................. 45
Appalachian Education Perspectives .................................................................................... 51

Research Gaps ................................................................................................................. 56
Conclusion ....................................................................................................................... 58
Chapter III: Methodology .............................................................................................. 59
Research Design .............................................................................................................. 59
Method .................................................................................................................................. 59
Design ................................................................................................................................... 60
Population of Study .............................................................................................................. 62
Data Collection...................................................................................................................... 65
Analytical Methods ............................................................................................................... 67
Reliability and Validity ......................................................................................................... 68
Limitations and Delimitations .............................................................................................. 70
Assumptions and Biases of the Study ................................................................................... 71

vii

Conclusion ....................................................................................................................... 73
Chapter IV: Analyses and Results................................................................................. 74
Data Analysis ................................................................................................................... 74
Research Questions ........................................................................................................ 75
Research Question 1 ............................................................................................................. 75
Research Question 2 ............................................................................................................. 80
Research Question 3 ............................................................................................................. 88
Research Question 4 ............................................................................................................. 91

Summary of Results ...................................................................................................... 101
Chapter V: Discussion of the Study ............................................................................ 105
Discussion....................................................................................................................... 105
Implications for Practice ............................................................................................. 110
Recommendations for Further Research ................................................................... 113
Conclusions of the Study ............................................................................................. 116
References ...................................................................................................................... 117
Appendix A ................................................................................................................... 128
Appendix B ................................................................................................................... 133
Appendix C ................................................................................................................. 1427
Appendix D ................................................................................................................... 146
Appendix E ................................................................................................................... 150
Appendix F ............................................................................................................... 15050

viii

List of Tables
TABLE

PAGE

Table 1 [U.S. Census Bureau Poverty Threshold Data, 2018.] .........................................11
Table 2 [Chronology of culturally conscious pedagogy research and terminology.] ........14
Table 3 [Research questions and main themes.] ................................................................75
Table 4 [Participant FoK specific lessons, connections, and justifications.] .....................81

ix

Chapter I: Introduction
The central Appalachian region has long been characterized by many negative
characteristics, such as low-income, high unemployment, and low educational achievement.
Students in this area have struggled not only against national stereotypes but also against the
educational stereotype brought into schools—that students must learn to “overcome” the cultural
disadvantages of growing up in the central Appalachian region. However, after living and
working in this region for several years, I began to wonder about the wisdom of asking students
to abandon their cultural roots and “overcome” everything they brought into schools from their
home lives. I questioned if there exists a way to use the negatively perceived aspects of their
home lives in a positive way in the classroom. This question led me to studies pertaining to
culturally responsive education (also called culturally conscious education) and finally to the
theory of funds of knowledge. The theory of funds of knowledge asked this same question, but
regarding migrant Mexican American students. However, while this theory had been applied
widely to other students and cultures, I discovered this valuable pedagogical viewpoint had
rarely been examined through the lens of the Appalachian culture.
Statement of the Problem
The goal of culturally conscious education should be to reclaim, recontextualize, and
make sense of intercultural issues (Rodriguez, 2013). Obviously, educators pursue academic
achievement for their students, but educators should also seek to provide cultural education to
“better match the home and community cultures of students . . . who have previously not had
academic success in schools” (Ladson-Billings, 1995b, p. 466). Unfortunately, this is not often
utilized in today’s Appalachian educational environment.
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In 1963, U.S. President John Kennedy formed the President’s Appalachian Regional
Commission (PARC, which later became the Appalachian Regional Commission, or ARC), out
of local concern brought to his attention by the region’s governors (Appalachian Regional
Commission, n.d.-c). The basis for PARC was the commission’s belief that the Appalachian
people’s “individual distress is today a national liability; but their pooled personal hopes, talents
and resourcefulness is a reservoir of creative energy the Nation can no longer afford to ignore”
(p. 21). The average fifth-grade graduation rate within the United States at the time of the
original 1964 report was 92%, yet in the Appalachian region, it ranged from a low of 78% up to
89%. In the Appalachian region, 32% of the population held a high school diploma compared
with the national average of 42%, and 5% held college degrees compared with the national
average of 8%.
The Appalachian Regional Commission (ARC) defined the Appalachian region as
extending from southern New York into northern Mississippi, following the Appalachian
mountain range (Appalachian Regional Commission, n.d.-a). Pollard (2005) stated the ARC’s
original classification (see appendix A) in 1975 of the different sub regions of Appalachia
consisted of northern Appalachia, central Appalachia, and southern Appalachia. As will be
explored later, it is impossible to claim the struggles which the people of the central Appalachian
region face are comparable to the northern or southern Appalachian regions. The focus of this
dissertation was on two counties in the central Appalachian sub region.
Shaw et al. (2004), examined education and graduation rates in the three sub regions of
Appalachia and found students in the central Appalachian region had the lowest in high school
graduation rates, 17% below the Northern Appalachian region. Shaw et al. (2004) also
distinguished between rural and metro Appalachian areas using Beale Code designations (also
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known as Rural-Urban Continuum Codes), which is a “classification scheme that distinguishes
metropolitan counties by the population size of their metro area, and non-metropolitan counties
by degree of urbanization and adjacency to a metro area” (USDA, n.d.). Shaw et al. (2004) found
rural Appalachian students performed 11.6% below students in non-Appalachian rural areas in
the U.S. and 14% below students in metro Appalachian areas in high school graduation rates.
The small counties in central Appalachia used in this study were defined as rural according to the
Beale Code index, which was used to define metro/non-metro areas (USDA, n.d.). Most of the
counties in central Appalachia unfortunately fell into this rural population category (Appendix
A) with lower achievement rates (Pollard & Jacobsen, 2017). Furthermore, Nafziger (1971)
reported between 50 and 60 percent of the Appalachian population lived in rural areas as of the
1960 census, and the population of many Appalachian counties actually declined between 1950
and 2010, creating even more potential for educational barriers (Appendix B).
However, in 2015 the ARC found high school graduation rates in Appalachia had almost
caught up with the national average (Center for Regional Economic Competitiveness and West
Virginia University, 2015). Appalachian college degree holders still lagged over 7% behind the
national average. The ARC argued the lag in the rate of college degrees held by Appalachian
residents is as much of a problem as the high school graduation rates were 50 years ago (Center
for Regional Economic Competitiveness and West Virginia University, 2015).
In a 2012 study, the National Education Association (NEA) found 42% of the workforce
in America worked in “middle-skill jobs” or jobs which generally required a certificate or a twoyear degree from a technical school, whereas high-skill jobs that required a four-year degree or
similar made up only 26% of the American workforce (NEA Research, 2012). The NEA found
that compared to the rest of the U.S., the Southeast region (comprising the majority of central
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and southern Appalachia) was still falling behind, with 41% failing to achieve more than a high
school diploma, whereas the national average was 37.5%. Though the report focused on the
negative aspects of education in Appalachia, it did point out a problem with the perceived
importance of a four-year college degree in these statistics. The NEA argued community colleges
constituted a reasonable alternative to four-year colleges on the basis of lower cost, lower
entrance standards for less academically inclined students, and shorter time to earn a useful
degree. The NEA (2012) concluded, “A policy that encourages all high school students to aspire
to a college degree is practically flawed since the vast majority of jobs do not require a four-year
college degree” (slide 10). A typical attitude in the realm of education was that students must
overcome their situations (Azano & Stewart, 2016; Blanks et al., 2013) and to aid students in
overcoming their situations, public schools strongly encouraged college attendance. However,
due to this attitude, some educators viewed students who sought middle skill jobs instead of
professional jobs needing college degrees as unwilling to try hard enough. While many educators
see higher education as a path for students in low-socioeconomic situations to secure higher paid
jobs and thus create a more stable and secure life for themselves, some educators believed
students not going to college fell into fatalism, settling for what they thought was their fate, or lot
in life, rather than reaching to achieve something the teacher may have viewed as worthwhile.
The specific problem addressed in this study was the idea that students from central
Appalachian must overcome their situation of poverty, low educational achievement, and
backwoods culture. Students from this unique area were taught to think and act as expected from
the urban-industrial society. As will be investigated in chapter II, schools believed the way to
accomplish this was through the national norms of school consolidation and standardized
curricula (Williams, 2002, Chapter 5, para 54). However, these educational standardization
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techniques have not brought about the desired results. These educational standards did not
account for students’ unique cultures with which teachers could use to scaffold and connect
content in a meaningful way, using the students’ backgrounds to an advantage rather than
overcoming it as an obstacle. Research into better pedagogy for central Appalachia has become
vital for any chance of improvement. Thus, the purpose of this basic qualitative study was to
examine the types of knowledge teachers report their middle school students bring to the
classroom and the impact of that knowledge at two schools in central Appalachia in 2020.
Guiding Research Questions
As the researcher of this study, my goal is to answer the following questions.
1. How do teachers of middle school students in central Appalachia describe what their
students bring into the classroom from their home culture?
2. How have teachers of middle school students in central Appalachia utilized what their
students bring into the classroom from their home culture to facilitate academic outcomes?
3. How do teachers of middle school students in central Appalachian perceive the impact
on student achievement when incorporating what their students bring into the classroom from
their home culture?
4. What reasons do teachers of middle school students in central Appalachia give for
using or not using what their students bring into the classroom from their home culture in the
classroom?
Theoretical Framework
The theoretical framework that directed my study of central Appalachian education was
the theory of funds of knowledge (FoK). According to the theory of FoK, teachers viewed
students’ home lives as vital to their classroom education. According to the FoK theory, teachers
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strived to validate the traditions and perspectives formed in the homes and communities of
central Appalachia and to use them to the benefit of students in the classroom (Moll et al., 1992).
Viewing students’ Appalachian home lives from the perspective of positive learning experiences
and cultural knowledge of the area can greatly enhance the curriculum and classroom culture.
Such changes could greatly benefit educators in this region and directly counteract some of the
damage to the education system done by school consolidation and the standardization of
curriculum.
Moll et al. (1992) researched topics specific to education through the lens of students’
own understandings. They called this understanding which students brought with them into the
classroom funds of knowledge. Moll et al. researched students’ home knowledge which came
into the classroom to determine funds of knowledge among Mexican American working
communities. The researchers claimed that “by capitalizing on household and other community
resources, we can organize classroom instruction that far exceeds in quality the rote-like
instruction these children commonly encounter in schools” (Moll et al., 1992, p. 132). In
examining these FoK, the researchers found cultural and cognitive resources which they believed
had great potential for classroom instruction. By using cultural characteristics students brought
from the Mexican American working communities, such as flexibility, adaptability, outside
resources, and reciprocity, a teacher in these communities was able to reduce the insulation of
the classroom, which allowed students to use their own understanding of the world to build
knowledge, and helped teachers teach the whole child. Using funds of knowledge pedagogy as
part of a classroom curriculum emphasized “specific funds of knowledge pertaining to the social,
economic, and productive activities of people in a local region” to incorporate into the classroom
setting (Moll et al., 1992, p. 139).

6

Rodriguez (2013) examined research on the theory of FoK and discovered three common
themes. The first of these was that FoK pedagogy attempted to engage students in the coconstruction of knowledge, which meant students’ experiences and home lives were validated
through incorporation into the classroom. An example of this was found in the study by Barton
and Tan (2009) who examined the use of FoK pedagogy in a classroom and observed and
assisted teachers in creating a unit on different parts of a plant. After creating a class salad using
different parts of plants, the teachers asked the students to bring in family salad recipes to share
with the class. Lessons such as this provided not only validation for students’ home culture, but
also allowed the students to become the “expert” on a topic, which created a sense of ownership
in their learning.
Another tenant of the theory of FoK Rodriguez (2013) discovered was that FoK
proponents recognized and encouraged the use of multiple FoK within the classroom. Rodriguez
found the research supported the idea that FoK were found not only in the students’ home lives,
but also were a part of youth culture and popular culture. All these FoK are a part of the
complete personhood of the student and the effective teacher had to strive to fully validate each
student by attending to all aspects of each student. While acknowledged as practically
challenging (Hattam & Prosser, 2008), the effective educator would work to understand all
aspects of a student’s FoK. If a teacher made the mistake of recognizing only a limited set of a
student’s FoK, the teacher risked neglecting vital aspects of the student’s character, therefore
perhaps they did not tap into FoK, which could have benefited the student in building
connections to the content or relationship with the teacher (Rodriguez, 2013).
The final theme Rodriguez found was that in the theory of FoK, educators sought to
transform classrooms by reorienting teachers and students as learners and agents beyond the
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classroom. For students and teachers, education could transform not only the classroom
environment, but could also shape the person outside the school environment as well. Rodriguez
(2013) proposed “pedagogy as micro- and macro-level consciousness and as a conduit for
personal, institutional, and societal transformation” (p. 98).
The original researchers into the theory of funds of knowledge examined Mexican
Americans immigrants in-depth and the theory of FoK has subsequently been applied to other
cultures such as the Punjabi Sikh population in a Canadian elementary school (Marshall &
Toohey, 2010), the southeastern U.S. population (Johnson et al., 2007), and minority students in
the UK (Andrews & Yee, 2006). However, the region of central, rural Appalachia, specifically in
the two small counties in central Appalachian used in this study, suffered similar educational
oppression and cultural loss voiced by Freire (2000) and Moll et al. (1992). Appalachian
students’ voices were not heard in the various curricula and students oftentimes felt disrespected
by their own teachers (Hendrickson, 2012). Yet research into funds of knowledge specific to this
area was practically non-existent. My research study examined the gap in the educational
research of the theory of FoK through the lens of teacher perceptions of funds of knowledge that
related to students in two counties in central, rural Appalachia. Educators teaching in rural,
central Appalachian could use students’ funds of knowledge in the classroom to improve student
engagement and achievement while bolstering the students’ sense of cultural and community
identity.
Significance of the Study
I chose to study this topic because I saw great need for improvements in education in the
Appalachian area where I live. This need for educational improvements can be observed purely
based upon the education statistics. Further, I observed through popular culture and education
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courses that living in Appalachia had been many times considered to be a liability and teachers
were taught to help these students overcome their home lives and culture. While there may have
been negative characteristics that students sought to leave behind, all aspects of their home lives
and culture were part of who they were as students and need validating within the classroom if
they were going to truly be able to connect with their education and make it their own. The area
of research known as culturally relevant pedagogy was based upon this theory and from the same
vein came the theory of funds of knowledge. This theory was a natural fit for my study, though
rarely has the theory been expanded to apply to the central Appalachian area. The main idea of
the theory of funds of knowledge was that of creating an educational environment in which
students’ home lives and cultures were supported. Using the funds of knowledge theory I sought
to examine these traits from the teacher perspective of how we use this to benefit the students’
education rather than from the negative position of students must overcome this.
As teachers were the primary purveyors of validation (Linares & Muñoz, 2011), I chose
to examine teachers in the central Appalachian, hoping to observe some consciousness of the
need to validate and connect with students through FoK pedagogy. I chose to examine the
perceptions of middle school teachers as this is the age with which I had the most experience. I
found this age to be the most vulnerable to the challenges of identity development. Middle
school students struggle to define who they are and are most susceptible to the negative effects of
lack of validation and identity confusion (Verhoeven et al. 2019). Through this study, I hoped to
find that some teachers in this area had some awareness of the concepts behind FoK pedagogy,
even if they were not familiar with the term. I also hoped to find they used some of the concepts
of FoK in their classroom and that they succeed at encouraging student engagement. Through
this study into central Appalachian teachers’ uses of FoK pedagogy, I hoped to gain insight into
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not only common FoK for this central Appalachian area but also into best teaching practices for
using the concepts of FoK for these students. I also hoped the findings of this study would
enhance teachers’ understandings of the necessity for FoK pedagogy and open the door for
further research and teacher development in using this theory in their everyday pedagogy.
Definition of Terms
Terms of importance specific to this study were as follows:
Appalachian Region
During this study, the Appalachian region was an area of the U.S. extending from New
York to Mississippi and followed the Appalachian mountain range (Appalachian Regional
Commission, n.d.-a).
Central Appalachia
At the time of this study, central Appalachia included Kentucky, Tennessee, Virginia, and
West Virginia (Appalachian Regional Commission, n.d.-a).
Culturally Conscious Pedagogy
This term was used in this study to delineate all forms of research based upon the need
for awareness of students’ culture in education.
Culturally Relevant Pedagogy (CRP)
In this research, I used the term culturally relevant pedagogy to mean what occurred
when teachers supported and incorporated their students’ home and community culture inside the
classroom (Ladson-Billings, 1995b).
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Deficit Thinking
For this research, deficit thinking was defined as the idea that the individual student is
to blame for lack of success due to some inherent deficit in the students’ home life or culture,
rather than the system of education or societal issues (Clycq et al., 2014).
Funds of Knowledge (FoK)
Funds of knowledge were the concepts and cultural norms students had access to from
their home lives prior to entering the classroom such as customs, traditions, information,
epistemological and ontological beliefs, etc. (Moll et al., 1992).
Low-income
As defined by the U.S. Census Bureau’s measurement system, low-income or poverty
was defined as a family of 4 with earnings of less than $25,100 per year (ASPE, 2018). See table
1 for the 2018 census poverty threshold data.
Table 1: U.S. Census Bureau Poverty Threshold Data, 2018
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Rural
In this study, the term rural used the definition from the rural-urban continuum code
(Beale code) in which rural is stated as an area that is “completely rural or with a metro
population of less than 2,500, not adjacent to a metro area” (USDA, n.d).
Organization of the Study
In this chapter, I examined the challenges of education in central Appalachia, from the
perspectives of the government, as well as that of other researchers. I also introduced a potential
aid for teachers struggling to find effective pedagogy, that of the theory of funds of knowledge.
In the following chapter, I discussed my journey to the theory of funds of knowledge through
other culturally conscious pedagogy strategies, specifically culturally relevant pedagogy. I also
examined prior research regarding the theory of funds of knowledge, in the Mexican American
immigrant population and specifically in the Appalachian area. I discussed research related to the
challenges and benefits of education in central Appalachian. In Chapter III, I provided the reader
with the methodological design for my study, examining the reasoning behind my research
choices and challenges I encountered. In Chapter IV, I guided the reader through my findings as
they relate to my four research questions. In chapter V, I examined the implications and future of
the theory of funds of knowledge research in central Appalachia.
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Chapter II: Review of Literature
Introduction
The review of the literature relevant to this research study consisted of three foundational
topics: 1) culturally relevant pedagogy (CRP), 2) funds of knowledge (FoK), and 3) Appalachia.
Culturally relevant pedagogy served as a precursor to the theory of funds of knowledge;
therefore, this section of the review of literature covered only the basics of the general theory as
foundational to other forms of culturally conscious pedagogies. The second section of the review
of literature focused on the theoretical framework of this research, funds of knowledge. This
section consisted of an overview of the main aspects of the theory including its four main
tenants, benefits and cautions, and the realities of implementation. The combination of the
theories of FoK and CRP were termed culturally conscious pedagogy for the purpose of this
research. The final section of the review of literature was an examination of Appalachia in which
I began with an overview of the educational achievement challenges, then examined the
socioeconomic context and culture of the area, moved to an assessment of stereotypes and
characteristics of the people, and concluded with student, family, and teacher perspectives on
education in the region.
Culturally Relevant Pedagogy
Culturally relevant pedagogy (CRP) was rooted in The Pedagogy of the Oppressed,
which was originally published in 1968 by Paulo Freire, a Brazilian educational reformer
concerned with rampant illiteracy in Brazil (Freire Institute, 2018b). From his work with
illiterate adults, he established the concept of “conscientization,” which meant “the process of
awareness of one’s social reality through reflection and action” (Freire Institute, 2018a, para. 6).
Freire also emphasized the importance of praxis, or informed action, and the need for people to
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act together to make a change. Freire believed a major tenant of this praxis to be dialogue in
which people come together with equality and respect to exchange ideas and create new
knowledge. He further believed in “situating educational activity in the lived experience of
participants” (Smith, 2002). Freire also initiated the idea of critical pedagogy, in which critical
consciousness was key. Critical consciousness was when people were able to recognize the
relationships between themselves and others within the context of a society or institution,
distinguishing where their place is in this complex system. Through critical pedagogy, members
of oppressed groups raised their level of critical consciousness to begin their liberation (Burbules
& Berk, 1999). Freire stated development of critical consciousness would result in oppressed
groups intervening in their world to change it (2000). Freire opened the floodgates to other forms
of socially inclusive education that sought to explore issues of identity and power and
transformation, which led to culturally appropriate, culturally congruent, culturally compatible,
culturally relevant pedagogy, and finally to place-based education (Ladson-Billings, 1995b).
Table 2 demonstrates the timeline of the culturally conscious movement, as suggested by
Ladson-Billings and refined into table-format by myself:
Table 2: Chronology of culturally conscious pedagogy research and terminology
Date

Theory

Researcher

Topic

1968

Critical pedagogy

Freire

Illiterate adults in Brazil

1981

Culturally
Au and Jordan
appropriate education

1981

Culturally congruent
education
Culturally responsive
pedagogy

1981

1985

Mohatt and Erickson
Cazden and Leggett

Culturally compatible Jordan
pedagogy
14

Culturally appropriate
ways to teach reading to
Hawaiian students
Native American
educational approaches
Native American
Language interactions in
education
Successful pedagogy in
Hawaiian schools

1992

Funds of knowledge

Moll, Gonzalez,
Amanti, Neff

Family/community/school
partnerships in the Latino
migrant community

1995

Culturally relevant
pedagogy

Ladson-Billings

Effective pedagogy for
urban African American
students

2004

Place-based
education

Sobel

Connecting classrooms to
their communities

The terms culturally congruent, culturally appropriate, and culturally compatible have all
been used to describe the opportunity to use students’ culture to their advantage in the classroom.
However, disturbingly, teacher perspectives on the importance of culturally conscious pedagogy
have remained largely unchanged despite decades of research (Lipman, 1993). Lack of
adaptation of teacher’s perspectives on culturally conscious pedagogy has resulted in a
disconnection between students’ home and school lives (Ladson-Billings, 1995a) for all
categories of marginalized students, including Appalachian students. This disconnection has
contributed to the educational challenges of the Appalachian area. Although graduation rates
within Appalachia have increased since the original ARC examination in 1963 and as of 2015
were nearly equal to the rest of the country, an educational strategy which has proved effective in
increasing student investment in their education in a variety of settings, and could also prove
effective in Appalachia, is culturally relevant pedagogy (Center for Regional Economic
Competitiveness and West Virginia University, 2015).
Culturally relevant pedagogy was first used by Ladson-Billings in relation to her work
with urban African American students. Proponents of the CRP theory concluded that teachers
who supported and incorporated their students’ home and community culture inside the
classroom improved students’ achievement and engagement with their education. In the research,
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Ladson-Billings found success for African American students was often achieved at the expense
of their cultural experiences, which was referred to as “acting White” (Ladson-Billings, 1995b,
p. 475). Ladson-Billings described CRP as “a theoretical model that not only addresses student
achievement but also helps students to accept and affirm their cultural identity while developing
critical perspectives that challenge inequities that schools (and other institutions) perpetuate” (p.
469). Through CRP, students became empowered to achieve academically while they maintained
their cultural identities (Milner, 2010).
Ladson-Billings (1995b) found teachers who effectively used CRP viewed education and
culture in several different ways. One of the ways teachers viewed education and culture
differently was that the teachers believed it was important that they became a part of the
community in which they taught. Ladson-Billings also found teachers who effectively used CRP
believed that they should understand their own social responsibility to the students and the
students’ cultures. Instead of expecting the students to merely gain an education, teachers who
effectively used CRP sought ways to help students become involved in changing their
community. Something else that Ladson-Billings discovered teachers who effectively used CRP
did was that they developed a collaborative community of learners. Instead of creating an
atmosphere of competition, teachers invested in CRP developed social relationships in their
classrooms, encouraged students to take responsibility for their own learning, and for the
learning of others. Teachers who used CRP in their classrooms also understood knowledge
attainment in a different way, as compared to traditional pedagogical approaches, viewing
learning critically and through the lens of the students’ own understanding. Though this type of
pedagogy moved away from traditional standardized educational strategies, teachers who
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effectively used CRP took into consideration the home lives and cultures of the students, which
created a supportive learning environment for minority students.
Theory of Funds of Knowledge
Continuing in the line of culturally conscious pedagogies was the theory of funds of
knowledge (FoK). Funds of knowledge theory was based on the work of Vygotsky (1978).
Vygotsky pioneered the theory of social development, which he described as thus:
Every function in the child’s cultural development appears twice: first, on the social
level, and later, on the individual level; first, between people (interpsychological) and
then inside the child (intrapsychological). This applies equally to voluntary attention, to
logical memory, and to the formation of concepts. All the higher functions originate as
actual relationships between individuals. (p. 57)
In short, Vygotsky believed learning was an inherently social endeavor and could not be
accomplished fully when learning did not happen collaboratively. Funds of knowledge
proponents therefore extrapolated that education could not and should not be separated from all
aspects of students’ social lives, both inside and outside school.
Beginning with Moll (1992), the theory of FoK became a new way of viewing
pedagogical practices for teachers and new opportunities for student engagement. Moll primarily
researched the education of Hispanic American migrant populations. The general theory of FoK
began with an educator’s understanding that students brought knowledge to the classroom which
was based on “the bodies of knowledge that underlie household activities” (Moll, 2000, p. 258).
Moll emphasized the importance of educators using these FoK to tap into the educational
possibilities students brought from their homes and communities into the classroom. The theory
of funds of knowledge also held a vital place in building social relationships between teachers
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and families, which created a community of trust and information. As Moll et al. (1992) stated,
FoK are “the social, economic, and productive activities of people in a local region, not ‘culture’
in its broader anthropological sense” (p. 139).
Building on the research of Moll et al., other researchers have refined the theory of FoK
into four main components (Andrews & Yee, 2006; Barton & Tan, 2009; Cammarota & Romero,
2014; González, 2005; Vélez-Ibáñez & Greenberg, 1992). The four components were as follows:
1. Students’ FoK are drawn from their out-of-school world and are useful in the real
world.
2. Using FoK pedagogy in the classroom must be student/learner-centered.
3. Students’ FoK are drawn from many different sources, not just their home lives.
4. Funds of knowledge pedagogy is an inherently social experience, creating an
exchange of knowledge and dialogue between families, students, communities,
and schools.
Real World Connections
Andrews and Yee’s (2006) research focused on minority ethnic students in the UK and
the researchers’ school’s use of FoK pedagogy in the classroom. Andrews and Yee’s case study
focused on two students’ out-of-school lives, and the authors found these students experienced
rich lives outside of school, though the experiences were not generally recognized by the school
as useful for the students’ education. Areas outside school in which the two students in this study
participated were family activities, charity work, money management, and religious practices.
Andrews and Yee found drawing on students’ funds of knowledge could be useful in supporting
the students’ education. In addition, Andrews and Yee emphasized that the students’ individual
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perspectives needed to be understood to avoid a stereotyped understanding of students’ out-ofschool lives.
Johnson et al. (2007) had similar findings in researching specific instances of FoK in
rural Appalachia. The researchers spent four months completing ethnographic qualitative
research at an elementary school in a small non-metro community in the southeastern United
States. Using student work and interviews from 15 3rd grade students in one class as well as
classroom and community observation, the researchers discovered three FoK elements that
demonstrated evidence of students’ out-of-school lives. The FoK elements included strong
friendship and kinship relationships, a student-observed trend of littering and garbage dumping,
and feral dogs. The researchers analyzed school projects aimed at improving the community and
research projects based on the perceived problems of the area. Though aspects such as feral dogs
and garbage dumping may not to be considered as rich as the FoK uncovered by Andrews and
Yee (2006), Johnson et al.’s research did demonstrate the importance of students’ out-of-school
lives when FoK are used as part of the school curriculum.
Barton and Tan (2009) also examined the idea of FoK by looking to “hybrid spaces” and
the practical uses of them within the classroom they observed. Hybrid spaces created a learning
environment for students that was a combination of their school and home environment. Barton
and Tan used a methodological approach to determine the best analysis of experimentation in
assessing and presenting the results present within the study. They experimented with hybrid
spaces within a science classroom, revising and elaborating on the connections they saw which
emerged between the pedagogy and the student participation. While the students in the study
learned about food and nutrition, Barton and Tan witnessed the creation of physical hybrid
spaces in which the students shifted their physical environment to resemble their home
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environment, which created a bustling kitchen within the classroom. The lessons within this
classroom also created political hybrid spaces in which the teachers positioned the students with
more authority and gave the students the chance to become “experts” in areas where their FoK
were strongest. A further use of hybrid spaces which Barton and Tan observed was pedagogy.
Teachers allowed students to be involved in creating the lessons, and these lessons had strong
real-world connections to the students’ everyday lives. Barton and Tan (2009) concluded that the
use of these hybrid spaces enhanced the real-world connections inherent to effective use of FoK
pedagogy in the classroom by making school and home “no longer a separate world,” though
they did concede this type of lesson may be impractical for everyday use with every class (p. 70).
In the central Appalachian counties where I conducted this study many people who lived
in the area believed that education and the real world were separate. People from the
Appalachian counties often viewed education as unimportant to life in this area, and many
students’ educational goals were strongly influenced by family expectations (Hendrickson,
2012). Further troubling was the generally negative views on education that the people from this
region had on education as well as the fact that, historically, people in the region have had low
educational achievement (Shaw et al., 2004). Therefore, older generations of family in
Appalachia often may have influenced younger family members to have adopted a negative
opinion of both education and its real-world usefulness. Utilizing the real-world connections
between the school and the students’ lives and communities prevalent in the theory of FoK may
assist educators of this region in countering these negative opinions.
Student Centered Learning
Moll et al. (1992) maintained children were not passive learners in their home
environments. They were active participants in a diverse set of activities and may even be central
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to the household functioning. This household knowledge was “obtained by the children, not
imposed by the adults” (p. 134). This was in direct contrast to the students’ school lives, where
they were often expected to be passive learners. One goal of FoK pedagogy was to make the
classroom student-centered, with students actively engaged in sharing their own knowledge and
in creating new FoK for themselves and their social networks.
Bouillion and Gomez (2001) explored “connected science,” which connected real-world
problems with school-community partnerships at an urban, primarily Mexican American K-6
elementary school. During a school community walk, the students expressed concern about the
riverbank, which grew into the Chicago River Project. Discussions and lessons were studentcentered and strove to include much of the students’ FoK. Throughout this project, though led by
the teachers, students were referred to as “consultants” and sought to make the students “agents
of change” (Bouillion & Gomez, 2001, p. 882-883). Classroom discussions revolved around
students’ motivations for participating in the school-community project and related to the
students’ lived experiences. By making the project student-centered and including students’ FoK,
the researchers observed an increase in students’ interest and sense of efficacy in science.
This idea of student-centered learning correlated with the concept of “double democracy”
(Henderson and Zipin, 2010, p. 21). In a double democracy, teachers and students were partners
in the pursuit and exchange of knowledge. Street (2005) also discovered the importance of
double democracy in stating, “I began to listen more and talk less” and “the dynamics in my
classroom became much more fluid and democratic” (p. 23). This concept of double democracy
continued of Moll et al.’s (1992) ideas about the importance of social networks in creating and
exchanging FoK in classrooms.
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González (2005) discussed the importance of student-centered learning. The researcher
stated that educators and researchers recently began to place emphasis on the importance of the
student experience in education. González (2005) claimed the goal of FoK pedagogy as “entering
households with an eye toward using the knowledge base of children” (p. 41). Utilization of
these FoK validated the students’ lived experiences and out-of-school lives.
As stated previously, students in central Appalachia often struggle to feel a connection
between school and their lifeworlds. As referenced in chapter 1, these students can also feel like
a minority population when it comes to the content and worldviews presented in the classrooms
(Williams, 2002, Freire, 2000). Providing students with ownership of their education and
learning spaces, as is prevalent in FoK pedagogy, may assist educators in bridging this gap and
bringing students more efficacy in their education and their future lives.
Influences on Funds of Knowledge
In addition to the importance of bringing real world connections into the classroom,
researchers also discovered that many different sources influence a student’s FoK. Barton and
Tan (2009) researched students in a low-income urban middle school classroom in order to
understand the role that the theory of FoK played in their science courses and the students’
understanding of food and nutrition. The researchers found that while family life played an
important role in the students’ FoK, many other influences were significant as well. Community
funds of knowledge, peer culture, and popular culture also influenced the students’ FoK in areas
such as child raising, eating habits, talents and interests, fashion, family leadership, and music.
As discussed by Andrews and Yee (2006), Barton and Tan (2009) found utilization of these FoK
in the classroom promoted “both academic achievement and inclusion” (p. 66). They observed
quiet students sharing, as well as an overall increase in participation with student discussions.
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Though discussed in detail by Barton and Tan (2009), many other FoK researchers
examined the importance of multiple influences on students’ FoK (Andrews & Yee, 2006;
Gutierrez & Rogoff, 2003; Hattam & Prosser, 2008; Kiyama, 2010; Rodriguez, 2013; Zipin et
al., 2012) and conducted research on the importance of understanding the complex development
of students’ FoK, taking into account all their “lifeworld” or “spaces where kids hang out
together” (Zipin et al., 2012, p. 185). These researchers observed a complex, constantly shifting
network of home, pop culture, peer influence, community influences, and social networks that all
play a major role in the development of students’ FoK.
Educators in central Appalachia may benefit from inclusion of all aspects of students’
lifeworlds. Students growing up in this area benefit from a rich out-of-school life, with interests
and knowledge ranging from hunting and fishing, to taking care of and spending time with
family, to four-wheeling and coalmining. Some traditional values in this area encompass family
(Elam, 2003) and a love of nature and the land (Gottlieb, 2001; Howley, 2006) and educators
with an understanding of these student FoK may utilize these in the classroom to create a rich
classroom environment, resonant of the students’ own lifeworlds.
Social Network, Trust, and Dialogue
An important tenant of the funds of knowledge theory is the idea of a social network and
its role in shaping students’ FoK. Though Moll (1992) did not discuss the influences of popular
culture or peers, he did find the social network of the community greatly influential to the
development of students’ FoK. Moll viewed the theory of FoK as an exchange of knowledge,
with the community playing a vital role in this exchange, as families work and live together,
particularly in the Mexican American migrant worker culture on which he based his theory. Moll
argued household knowledge is socially distributed, exchanged through the relationships of
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social networks. Moll et al. (1992) compiled a sample list of household FoK, and within a single
household found the FoK covered a wide range of information collected from this social
network—from agriculture and economics to medicine and religion. The researchers discussed
characteristics of these networks as “flexible, adaptive, and active, and may involve multiple
persons from outside the homes” (p. 133).
Not only is the theory of FoK seen as an exchange of knowledge between community
members, but also as a dialogue of information between any two parties, including families and
schools. Cammarota and Romero (2014) argued trust between the two is a vital element in
creating these social networks of informational exchange. Cammarota and Romero researched
trust issues between Latino families and one high school in Tucson, Arizona. In their action
research project, the researchers strove to build trust between schools and the Latino families by
using student presentations, or Encuentros. Asking families to attend these presentations on
evenings throughout the year demonstrated the importance of developing trust. By encouraging
students to present real-world problems academically, the Encuentros built trust between the
families and the schools, validating students’ FoK and healing the breach between home and
school that many minority students and families experience. Through the Encuentros program,
the researchers found an increase in the likelihood that students would talk to their parents about
learning (thus creating new FoK), an increase in parental involvement in school programs, and
even evidence of the program encouraging interest in continuing college education.
Street (2005) conducted an action research writing project in one classroom, allowing
students to choose their own writing topics. The researcher found that by simply listening to
students’ stories in a writing class, trusting relationships developed between the teacherresearcher and students and their families. This in turn began to create the dialogue of social
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exchange of knowledge accentuated by Moll (1992). Street observed an increase in real
academic conversations with parents about how to use their child’s education to make positive
changes in their own lives.
Vélez-Ibáñez and Greenberg (1992) researched Mexican American immigrant students
and worked to further develop Moll’s funds of knowledge theory. They concluded that
emphasizing the social basis for education was vital to improving instruction for these Latino
students. As learning is an inherently social undertaking between students and teachers and
between teachers and parents, teachers who neglect to take these relationships into consideration
are in direct contradiction of the nature of education. Vélez-Ibáñez and Greenberg (1992) argued
“cooperative learning systems” would be more effective for students, as these would more
closely resemble the students’ natural social relationships (p. 330). This study furthered Moll’s
(1992) research by demonstrating that the theory of FoK not only includes skills learned at home
but also the ways in which the students learn these skills and that when teachers take this into
account it may enhance educational success for marginalized students.
Between school consolidation (Dotson-Lewis, 2012) making the school less of a
community and national changes to the curriculum (Williams, 2002) making it less and less
relevant to students in central Appalachia, educators often struggle with creating a trusting social
network with families and students. Because building these relationships is fundamental to
teaching using FoK pedagogy, bringing educators an understanding of the use of the theory of
FoK in their classrooms and providing them with training in the utilization of it may assist
teachers in building that trust and dialogue which is so important in engaging students in their
education.
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Dark Funds of Knowledge
Zipin (2009) examined a different side of students’ FoK. While Moll and others focused
on the positive knowledge students can bring to the classroom environment from their homes,
Zipin discussed the negative FoK students bring to school and the challenges and benefits they
can provide. Zipin utilized a three-year project involving action-research between a university
and teachers in urban Australian high schools, entitled the Redesigning Pedagogies in the North
(RPiN). In discussions with students during the RPiN project, teachers struggled to know how to
deal with topics students brought up from their FoK such as crime, alcohol, poverty, and drugs.
Zipin asked readers to consider that even the dark aspects of FoK can be translated into positive
learning experiences and that, if explored appropriately, these dark funds of knowledge can lead
to even deeper and more meaningful learning experiences than can the positive FoK, if explored
appropriately.
Rodriguez (2013) agreed with Zipin on the potential benefit of these dark FoK. The
author discussed teachers’ tendency to be wary of topics such as war, violence, poverty, racism,
sexism, homophobia, and other forms of oppression or bias. While teachers may view these
topics as dangerous to a healthy classroom environment, Rodriguez (2013) argued that by
bringing up complex issues and conflict with students, “our notions of pedagogy are expanded
by considering adversity as a potential source of purposefulness to instructional and curricular
development” (p. 100).
Poverty, drugs, and abuse can be common in the central Appalachian region. These are
dark lifeworlds which educators may be wary of allowing into the classroom. What should a
teacher do when a student volunteers the information that their dad is in prison, or says you
cannot call their parents because they are in another state and the student is a ward of the state?
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Using a thorough understanding of the theory of FoK and acceptance of dark FoK, educators
may learn to turn challenging situations and dark FoK into an educational advantage, enhancing
trust and dialogue, and validating students’ lifeworlds.
Transformational Power of Funds of Knowledge
As with all pedagogical theories, the goal of the theory of funds of knowledge is
transformation of the classroom and of the students. While Moll (1992) and Moll et al. (1992)
applied this transformational power only to Mexican American students, in the central
Appalachian region, the theory of FoK could be equally as transformative. Many researchers
have observed this transformational power in the classroom. Moll (1992) and Moll et al. (1992)
expounded upon the benefits that utilization of the theory of FoK may have for schools, teachers,
and students. Moll (1992) believed the FoK theory would “represent a potential major social and
intellectual resource for the schools” (p. 22). By using social networks, Moll reasoned that each
family possessed a considerable amount of FoK. Compounded by 20-30 students in each class,
the FoK available to the classroom teacher and school for knowledge exchange becomes
significant. Moll et al. (1992) confirmed the transformative power of FoK pedagogy in
discussing its potential to enable educators to teach the whole person where students are engaged
within a community of learners, rather than isolated from “the social worlds and resources of the
community” (p. 134).
Moll (2000) expounded on the benefits of FoK pedagogy in a discussion of connections
to the Vygotskyian perspective of education, specifically that learning is, at its roots, a social
endeavor. The researcher explained transformative benefits of FoK pedagogy, especially these
social aspects of learning, within the U.S.-Mexican student population. Moll found that due to
FoK, students and teachers both have access to resources outside the classroom, namely the
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cultural resources of the community. This taps into the social network surrounding the students
and the school. Moll believed this social, cultural network would enhance the efficacy of the
students’ education, increasing the personal significance of the work and encouraging student
ownership of their education.
The dynamics of power occupied the literature of González (2005) in discussing the
potential of FoK pedagogy to transform classrooms. Disrupting this power dynamic of the
dominant culture and its hidden oppression of minority cultures is the underlying purpose of all
culture-based educational reforms (Freire, 2000). González was concerned with this hidden
power dynamic, believing the theory of FoK to be instrumental in changing this. When students’
lived experiences are validated, this power dynamic shifts by disrupting the cycle and creating a
learning partnership rather than an institutionalized hierarchy.
In the central Appalachian region, though primarily Caucasian in population, the power
dynamic of an institutionalized hierarchy can be observed. The population of the central
Appalachian region does not fit the norms of the national population, in education (Shaw et al.,
2004), culture, employment, poverty, or health (President’s Appalachian Regional Commission,
1964). Due to these factors, this population may be considered a minority population, in which a
“culturally…distinct group…coexists with but is subordinate to a more dominant group”
(Encyclopedia Britannica, 2019). Because this Appalachian population is culturally distinct from
the more dominant group of the national population, there exists a significant disconnect between
Appalachian students’ lifeworlds and the state and national curriculum and very rarely do teacher
education programs offer instruction for teachers of rural or Appalachian areas. Therefore,
teachers who come to teach in this region often fall prey to deficit thinking, believing they have a
mission to improve students’ lives with superior knowledge (Azano & Stewart, 2016; Blanks et
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al., 2013). This unfortunate viewpoint is even shared by teachers who grew up in the
Appalachian region (Azano & Stewart, 2016). This deficit thinking produces the damaging
power dynamic of institutionalized hierarchy, rather than the more beneficial learning
partnership found within the classrooms of teachers who use FoK pedagogy.
Vélez-Ibáñez and Greenberg (1992) discussed policy implications of the transformative
power of FoK pedagogy, focusing on assessment strategies. The researchers suggested more
dynamic forms of assessment would better serve the Mexican American population they studied.
The authors suggested an assessment process using mediated learning practices “with the
assessor actively participating in the teaching of skills to the examinee” (pp. 329-330). Though
more challenging to evaluate, the authors claim this form of assessment may more accurately
measure these students’ learning potential. The researchers also proposed cooperative learning
systems as a more effective alternative to the “traditional, highly individualized competitive
instruction systems” generally utilized in U.S. classrooms (p. 330). Vélez-Ibáñez and Greenberg
justified this stance by claiming that U.S.-Mexican children are expected to develop high levels
of social interaction skills within their home and community lives. Therefore, a cooperative
learning system would more closely reflect the students’ home learning environments. Through
this research project and others like it, similar patterns of learning styles may be found in the
Appalachian region through the use of FoK pedagogy.
In researching the literature related to the theory of FoK, Rodriguez (2013) found themes
relating to the transformative nature of FoK pedagogy, all of which can be easily applied to the
central Appalachian region. These themes included the idea of engaging students in the coconstruction of knowledge and the power of FoK pedagogy to reorient teachers and students in
the process of constructing knowledge “within and beyond” the classroom (Rodriguez, 2013, p.
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95). Rodriguez (2013) further stated that the benefits of FoK pedagogy aids teachers and schools
in adapting their understanding of pedagogy to see it as “reclaiming, recontextualizing, and
intercultural sense-making” (p. 99). The author found this happens when educators form
alliances with community members and students, viewing these parties as experts in certain areas
of community-based knowledge.
Sugg (2015) examined the benefits students in a rural Appalachian elementary school
gleaned from place-based education (PBE). The school used as part of the research project was
an award-winning school, excelling not only in test scores, but also in environmental education,
external funding awards, and community engagement. The researcher observed the school’s use
of PBE as a regularly integrated strategy. Sugg found many aspects of PBE were instrumental in
the students’ success, including community partnerships (a tenant of the theory of FoK) and as
the principal put it, breaking down the walls “between school and community” (Sugg, 2015, p.
107)—another concept strongly associated with the theory of FoK.
Supports
In creating transformational classrooms, teachers must have support. As noted above,
deficit thinking is prevalent in the Appalachian region. Teachers in this area must also be
provided support to resist and overcome this dangerous attitude.
Hattam and Prosser (2008) discussed the use of FoK pedagogy in Australian middle
schools. The authors were concerned about the patchiness of the reforms implemented in these
schools. They proposed educational reformers should examine the potential of the theory of
funds of knowledge to transform and improve education in the middle years of school. In their
work, the researchers considered the challenges such implementations may pose to teachers.
Hattam and Prosser discussed that while FoK pedagogy has great potential, this approach tends
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to become impractical when attempting to utilize it in everyday classroom life. While researchereducator partnerships are ideal in implementing FoK pedagogy practically, the time teachers
would likely have to spend in order to use FoK pedagogy to its greatest potential is unfeasible.
The researchers concluded with the necessity of “conceptual and practical resource support” for
teachers who seek to resist the deficit thinking so common in education today (Hattam &
Prosser, 2008, p. 101).
Vélez-Ibáñez and Greenberg (1992) also recognized the importance of teacher supports
in endeavoring to implement FoK pedagogy. Though much of their research focused on the
transformative power of FoK pedagogy and the practical policy implications, the researchers also
discussed implications for teacher training. Vélez-Ibáñez and Greenberg stressed the importance
of providing teachers with supports and training for learning how to incorporate students’ FoK
into lessons which encompass the realities of the population.
Moll (2000) also acknowledged the difficulties facing teachers in the implementation of
FoK pedagogy. Throughout the research on the practical usefulness of FoK pedagogy, Moll
created study groups between the researchers and the teachers, which were coined mediating
structures. These mediating structures provided teachers with support and provided the
researchers with feedback as they jointly attempted to “try to make sense of what we are doing in
the households, what we should attempt to do in the classrooms, and whether our work is
worthwhile for the teachers and students” (Moll, 2000, p 260). Moll found almost every teacher
believed the mediating structures were beneficial to their development and understanding of
using FoK pedagogy. Moll et al. (1992) further discussed teacher-researcher collaborations,
finding them to be greatly beneficial in the development and practical usage of FoK pedagogy.
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Cautions
Through the research, certain cautions to using FoK pedagogy arise. These are: (a) the
dangers of stereotyping and overgeneralizations, (b) the realities of practically implementing
FoK pedagogy, and (c) the challenges of combating the institutionally ingrained perceptions of
school.
Stereotyping, overgeneralizations, and the dangers of ignoring other influences.
Stereotyping the Appalachian population has become an accepted national pastime (Massey,
2007). While the theory of FoK strives to overcome these and when used appropriately may be
extremely beneficial, the dangers of stereotyping and overgeneralizing are always prevalent,
even as educators seek to prevent them in using culturally sensitive strategies.
As cited above, Moll (1992) visualized the theory of funds of knowledge to be specific to
a local region, and not to a culture in general. While this narrowing of the field assists in
overcoming the tendency to generalize characteristics of a certain population, when categorizing
any group, the dangers of stereotyping still exist. Andrews and Yee (2006) expressed concern for
the dangers of stereotyping when a teacher attempting to utilize FoK pedagogy mistakenly
focuses only on certain aspects of the students’ lives at the expense of other important traits
which are important to the student. The researchers strove to remind teachers that influences for
FoK come from many sources, not just family and community, but also popular culture, peer
influences, and personal interests. Even Moll (1992) fell prey to generalizations about Mexican
American immigrant students’ FoK, with the research encompassing only on aspect of the
students’ lives: that of their family and their families’ social network.
Gutierrez and Rogoff (2003) also warned of the dangers of overgeneralizations. The
researchers warned that when teachers treat cultural differences as specific to individuals,
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stereotyping emerges. The authors agreed with the research of Andrews and Yee (2006) that a
full understanding of the theory of FoK considers individual students, their home knowledge,
their community social networks, their peer influences, popular culture influences, and individual
characteristics and interests. Taking anything less than this complex system into account may
lead to dangerous overgeneralizations. Gutierrez and Rogoff (2003) argued that any reformation
system which focuses on the categorization of individuals into groups runs this same risk of
creating new stereotypes.
In their research into the use FoK pedagogy in a rural, low-income neighborhood,
Johnson et al. (2007) spoke to the tendency to overgeneralize as well. While the small classroom
in which they conducted their study only consisted of fifteen students, the researchers observed
the temptation to generalize experience from these fifteen unique individuals into one category.
They sought to remind educators that each student has their own viewpoint, interest, and
opinions. The researchers pointed out that taking into account the individuality of each student
would require a broader study than they were at liberty to conduct. While FoK pedagogy may be
a beneficial strategy to utilize in classrooms with Appalachian students, teachers must be
cautious to not overgeneralize, leading even as far as stereotyping the very students with which
they seek to build learning partnerships.
Realities of Implementing FoK
Despite the manifold benefits to FoK pedagogy, challenges to implementing it in an
everyday classroom exist. Barton and Tan (2009) uncovered one such challenge while
implementing hybrid spaces in the classroom. Though the researchers found hybrid space
assisted greatly in students’ efficacy and interest in the classroom, the authors noted that the
practicalities for implementing these changes every day would be exceedingly impractical for a
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regular classroom teacher. Another issue for a classroom teacher was the practicality of getting
to know each student’s FoK individually. González, Moll, and Amanti, some of the main
proponents of the FoK theory, pointed out the early versions of the theory suffered from a
“naiveté regarding the burdens under which teachers work” (González et al., 2005, p. 2). A
further concern for implementing FoK pedagogy in classrooms is the concern of dark FoK.
Teachers must have training on how to use dark FoK effectively in the classroom, understanding
even these funds have a potential benefit to students (Zipin, 2009). Overall, the realities of
implementing FoK pedagogy in classrooms hinge on the level of support and training provided
to teachers. Zipin, et al. (2012) acknowledged these difficulties and found one support that would
greatly benefit teachers implementing FoK pedagogy was university/school partnerships.
Teacher/researcher partnerships have also been presented as a solution to this problem (Hattam
& Prosser, 2008), though again, this runs into the issue of practicality. Essentially, in order to
fully and effectively integrate FoK pedagogy in the classroom, teachers must understand that
their success is determined not by themselves, but by the partnership between the teacher, the
school, the families, the students, and the community.
Combating Institutionally Ingrained Perceptions of School
A further challenge to implementing FoK pedagogy in a classroom is the perception of
school which has been so ingrained with families, students, and the community. While most
researchers looking into FoK pedagogy have studied Mexican American students, as discussed
previously, the negative perceptions toward school and education are prevalent in the central
Appalachian region as well. In this area school has been historically ingrained as not useful in
the real world unless the student was planning on going to college and leaving the area
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(Williams, 2002). By using FoK pedagogy, teachers may work against this. However,
perceptions of school are deeply ingrained in all populations.
Barton and Tan (2009), who researched the use of FoK pedagogy to enhance a health and
nutrition unit in a middle school, also found ingrained perceptions of school to exist. For these
lessons, the teacher created hybrid spaces, but found the students still demonstrated the tendency
to “‘do school’ the traditional way” (Barton & Tan, 2009, p. 71). The researchers found that as
soon as the hybrid spaces were no longer part of the lesson, the student quickly reverted to
traditional discourse and classroom methods. This proved to be the case even though the teacher
still strove to include some aspects of the theory of FoK in their classroom, such as nontraditional discourse which focused on students’ personal experiences.
Zipin (2009) discussed multiple issues with the theory of FoK, including dark FoK, as
discussed above, and the term funds of pedagogy. The researcher described funds of pedagogy as
pedagogy that is based on the way in which knowledge is acquired by students at home or in
their community, which is often at odds with the traditional classroom pedagogical model.
Within this discussion, Zipin worried that schools which fail to consider funds of pedagogy
reinforce institutional hierarchies of the dominant culture. This leads many students to take a
negative view of schools, concluding that school is “not for me” (Zipin, 2009, p. 329). Zipin
claimed this outsider view of school on the part of the students might lead students to restrict
how they show themselves to teachers, thereby providing the teachers with only a limited view
of the students’ FoK. As discussed above, when teachers have an inaccurate understanding of
students’ FoK, it can lead to stereotyping and overgeneralizations.
Marshall and Toohey (2010) researched Canadian teachers’ attempts to incorporate the
FoK of Punjabi Sikh students in an elementary school. The students created picture books of
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their family histories. While the project was a success in terms of engaging and validating
students’ out-of-school lives, the researchers observed a troubling trend of institutional thinking.
Marshall and Toohey (2010) discovered students, parents, and even teachers viewed this project
as “not really school” (p. 237). This was because it was a special project, not tested, and required
a lot more help from adults and more technology than usual. Furthermore, while the initial goal
was to use these illustrated histories as extra bilingual resources for the kindergarten classes, the
books were never used in this way, so neither the school nor the families saw any long-term
benefits from the project. As the body of FoK research demonstrates, FoK pedagogy may be
advantageous in bringing minority students and their families toward efficacy in their education,
but there are also the challenges which may be faced by educators when attempting to implement
it.
Appalachian Culture
Educational Achievement in Appalachia
Creating quality education in Appalachia is challenging. Through school consolidation,
students have dealt with larger class sizes, longer commutes, and faculty who did not know the
community. And through standardized curricula, students feel their unique abilities and
experiences are excluded or glossed over in areas of study. Researchers examined reasons for
educational achievement problems in Appalachia (Elam, 2003; Hendrickson, 2012; Williams,
2002). One key attitude that contributed to a lack of achievement in Appalachia was fatalism
(Elam, 2003), the belief that fate, or God in particular, was in control of all aspects of life and
little could be done to change this fate. Some Appalachian people used this as a coping
mechanism to deal with the lack of control they typically had over their lives. This fatalistic
belief was translated into the Appalachian people having a feeling of helplessness in the realm of
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education and provided a challenge to educators wishing to assist students in their educational
achievement. Freire (2000) stated in order for an oppressed population to change, “they must
perceive the reality of oppression not as a closed world from which there is no exit, but as a
limiting situation which they can transform” (p. 49).
Hendrickson (2012) found family community commitment influenced Appalachian
student achievement. Appalachian students demonstrated strong ties to family and community.
Elam (2003) discussed the importance of family and community in Appalachia when the
researcher wrote, “A strong sense of community naturally occurred from . . . some degree being
kin” (p. 174). Because of this “being kin,” teachers were often folded into the family and became
part of the community (Elam, 2003).
Much of the strong community aspect was lost from the Appalachian schools around the
beginning of the 20th century (Williams, 2002). This was primarily due to the standardization of
curricula (Williams, 2002) and the consolidation of schools in Appalachia. Standardization
changes occurred because of several factors, including the “inculcation of middle-class norms”
brought in by outside missionaries and educators (Williams, 2002, Chapter 5, para 51, loc. 6689).
Other factors in the standardization of curricula in Appalachian schools during this time were
norms handed down from the spread of high schools and teachers’ colleges as well as calls for
reform from influential persons such as former Harvard University president James B. Conant
(Williams, 2002). Conant was instrumental in the standardization of curricula and was the first
person who suggested that U.S. school administrators require students to take at least three years
of math, science, and foreign language. Conant was also the person who suggested standard
concepts of homeroom and student government (Proefriedt, 2005). While these
recommendations were important for creating a strong and high-quality educational system in the
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U.S., these recommendations did not take into account the educational or cultural needs of any
special population, particularly those students of Appalachia.
As early as the late 1800s, reformers began to push for school consolidation due to the
industrial revolution. Nelson (1985) defined school consolidation as “the practice of combining
two or more schools for educational or economic benefits” (para. 1). Uniformity and
standardization of the school structure was a component of this as well. As early as the late
1800s reformers began to push for school consolidation. Policymakers felt an “industrialized
society required all school to look alike, and began to advocate more of an urban, centralized
model of education” (Bard et al., 2005, p. 1). Educational reformers in Appalachia during the
1950s strongly urged consolidation reform, which was further pushed by Graff in the early
1960s, who was the head of the department of Educational Administration and Supervision at the
University of Tennessee. However, as with standardizing curricula, this national educational
reform did more harm than good in central Appalachia.
This type of reform urged by educational reformers in the 1950s greatly impacted
Appalachia. By standardizing curricula and consolidating schools, educational reform harmed
central Appalachia. Consolidation had a negative impact on student success during this era, and
success rates on standardized testing declined as the size of a district rose (Kennedy & Tolbert,
2012). The consolidation of schools also negatively affected parents and their involvement in the
community as schools moved out of the communities. In their study, Clark and Teachout (2012)
found parents thought the commute to new, consolidated schools took much longer to travel to,
which caused the parents to become inconvenienced, which caused the parents to be less
involved with their students’ education. The less parents were involved in their students’
education, the less the parents connected with the unfamiliar faculty. Additionally, fewer school
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board members were personally invested in the education of the students, as fewer of the school
board members had children attending schools in consolidated districts. Dotson-Lewis (2012),
who personally experienced the effects of school consolidation in her community, described the
community school of 100-120 students in which she grew up as “a safe haven for weary
students, a source of healthy, home-cooked meals, a clothing bank—a building filled with
dedicated people who hugged you, corrected you, encouraged you and presented opportunities
for achievement” (para 6). Dotson-Lewis (2012) contrasted her community school experience to
the experience of being in a consolidated 255-student school, where rural students “are lost in the
crowd or can no longer participate in after school activities because of the lack of transportation”
(para18). Additionally, consolidated schools negatively affected student academic achievement
as larger class sizes contributed to less one-on-one instruction (para. 8-9).
While school consolidation was not the sole cause of the educational problems in
Appalachia, studies have proven the positive effects of parental involvement (Epstein, 2010;
Hiatt-Michael, 2001), smaller class sizes (Grantham, 2000; Haenn, 2002), and personal
relationships with school employees (Akhavan et al., 2017; Martin, 2017). Many of these

benefits of decentralized schools were lost in the movement towards consolidation. Based on
these and other studies, there can be little doubt school consolidation had a substantial
negative impact on the quality of education and student achievement in Appalachia.
In addition, Williams (2002) claimed that curricula put into place in Appalachian schools
in the 1950s was an attempt to standardize Appalachian education to the rest of the country’s
educational systems, but the new curricula had little to do with the practical needs of
Appalachian students and the curricula contained little for students who had no aspirations to
attend college. Williams stated the general consensus of education was to prepare students to
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participate in “urban-industrial society.” However, Williams pointed out, in Appalachia this
meant only preparing students to move out of the region. Hendrickson (2012) researched reasons
students in Appalachia resisted engagement with school and found evidence supporting the need
for relevant education. Many students placed family and community above education, fearing
that following a career requiring education would mean leaving the region. Appalachian students
instead looked to vocational careers rather than professional careers, which more frequently
required college. Hendrickson found students became less interested in any subject matter which
might lead to college but showed greater interest in more hands-on subjects.
Hendrickson (2012) also found that Appalachian students often felt disrespected by their
teachers. Ladson-Billings (1995a) described the problem as such: “Educators traditionally have
attempted to insert culture into the education, instead of inserting education into the culture”
(para. 3). Researchers have observed similarities between Appalachian student experiences and
minority student experiences. Feeling disrespected (Hendrickson, 2012) and that their
experiences were not reflected in the curriculum (Parhar & Sensoy, 2011; Williams, 2002) were
characteristics of both minority and Appalachian students. Students in the Appalachian area had
different values and worldviews than did students in the rest of the U.S.
Theories of Culture and Poverty
I began examining the culture of Appalachia by asking someone from the Appalachian
area to describe the region as compared to living in other places. The first response was: “It’s so
good to be home.” This feeling is common to the people in the region of central Appalachia, who
feel a strong sense of “home” and community associated with their region, more so than in other
parts of the country (Brown et al., 2009; Dotson-Lewis, 2012; Howley, 2006; Wallace &
Diekroger, 2000) . However, since the inception of the President’s Appalachian Regional

40

Commission (PARC) in 1964, the challenges arising in the Appalachian culture have been the
focus for the “outside” world, rather than the positive aspects of the culture which are seen by
those “inside.” From poverty and education, to jobs and housing, this region may be viewed to
offer many challenges more prevalent than in the “outside world.” However, separate from the
problems with the region which are thought to be understood by the outside world, a deeper
challenge arises from the difficulties with defining Appalachian culture and poverty in the first
place. While this research study seeks to understand the funds of knowledge of the specific
central Appalachian culture in an attempt to enhance the quality of education for this population,
the trials and pitfalls of defining and utilizing culture and poverty as a frame of reference in any
undertaking must be clear.
Obermiller and Maloney (2016) expounded on the problems of defining Appalachian
culture. The researchers claimed an inherent problem with defining any culture is that it often
tells more about the observer and their own biases than about the observed. Obermiller and
Maloney found three problems researchers focus on when defining Appalachian characteristics.
The first is a tendency to view Appalachian culture as fixed and unchanging, lending to
information which is inaccurate and stereotypical. A second problem the authors uncovered is
that researchers describe aspects of Appalachian culture as reality, but most often have no
supporting evidence. More often than not, these characteristics either do not exist or are
restricted to small regions within the Appalachian area as a whole. A final problem Obermiller
and Maloney identified is a tendency to only list positive characteristics. This tendency neglects
a complete view of the complex nature of the region and its culture. Obermiller and Maloney
(2016) asserted that rather than falling into any of these pitfalls, researchers should instead view
culture as “situational,” defining it by identifying “lived patters of Appalachian life, by
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demonstrating the needs and priorities in Appalachian communities, and by finding the most
effective ways of meeting those needs and priorities” (p. 107).
Anglin (2004) claimed that multiple ways of defining Appalachian culture exist. Anglin
argued modern ethnographers are beginning to realize cultures cannot be idealized or empirically
defined. The researcher therefore proposed “place” as a way to “reclaim analyses of culture
within an expanded framework that incorporates histories, political economies, and transnationalized geographies” (Anglin, 2004, p. 74). Anglin further believed that while place is an
important aspect of defining culture, it must be paired with an assessment of heterogeneity and
power. The author further asserted that instead of focusing on histories and social relations (as is
typical of anthropologists attempting to define Appalachian culture), researchers should “draw
upon insights gained from . . . critical engagement with the past to develop accounts of culture
that are dislodged from evolutionary, colonialist, and idealist frameworks” (Anglin, 2004, p. 74).
Anglin’s central focus in his arguments was that anthropologists must pair place-based ideas of
Appalachian culture with a more diverse understanding of the region’s people—investigating
race, ethnicity, class, nationality, gender, and sexuality.
Elam (2003) examined the everyday lived experiences of teachers from the Appalachian
Kentucky region. In analyzing these stories, the researcher examined different models of
explaining cultural understandings of Appalachia and proposed a new model. The researcher
assessed three models: 1) the colonial model, in which the Appalachian people are viewed as a
colony dependent on the dominant culture, 2) the underdevelopment model, in which the focus is
on the lack of economic development in the region, and 3) the cultural difference model, which
assumes rural and poverty-based values are passed from one generation to the next. Elam
proposed a model of examining Appalachian culture, specific to education, which combined

42

culture and geographic environment: the cultural environmental model in which culture and
geography hold equal amounts of power and the “influence between the two concepts [is] cross
directional” (Elam, 2003, p. 169). The researcher argued this as a relevant model for the area in
that the mountainous terrain is responsible for various aspects of the region’s characteristics,
including population size, living patterns, wealth distribution, and isolation, whereas the specific
human culture of the Appalachian people is responsible for decisions and responses toward the
environment.
Lohmann (1990) discussed four perspectives on Appalachian culture and poverty which
the researcher termed bureaucratic realism, Appalachian culturalism, predatory capitalism, and
domestic colonialism. Lohmann claimed bureaucratic realism is the view held by most of the
federal and state public agencies, including the ARC, which views Appalachian poverty as a
purely economic problem and not any different in its qualities than poverty anywhere else. In
bureaucratic realism, Appalachia is defined as comprising the entire Appalachian mountain
range. Lohmann described Appalachian culturalism as grounding poverty in a social outlook,
stressing the unique beliefs and attitudes of the people of this region as important factors in
understanding the poverty issue and viewing poverty less as a problem than as a romanticized,
traditional way of life. In Appalachian culturalism, the Appalachian region is narrowed to the
smaller, central Appalachian region. The author defined predatory capitalism as the view that
poverty is due to capitalism, which necessitates a large class of unemployed or underemployed
workers. Predatory capitalism in the Appalachian region is supported by the decline of mining,
resulting in a surplus population of workers, and the fact that a large percentage of the land is
owned by outside interests. Lohmann explained predatory capitalism gives voice to the feelings
of anger and helplessness experienced by the people of Appalachia. A final model of poverty in
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Appalachia is described as domestic colonialism. While it overlaps with predatory capitalism, the
main focus of domestic colonialism is on the political nature of poverty. In this view, Lohmann
argued issues of poverty were set within a viewpoint of historic and unique regional exploitation.
In the article, Lohmann urged researchers to contemplate a more neutral theory, encompassing
all aspects of Appalachian poverty, incorporating politics, economics, capitalism, and social
aspects into one convergent theory, though the author fails to define this theory or specify how
one would go about developing it.
Johnson et al. (2009) also examined theories of poverty in the Appalachian region,
specific to education, and found problematic theories abounded. Beginning with Lewis in 1959,
and popularized by Payne in 1995, educational work centering around the culture of poverty are
based upon the deficit model, which assumes poor students lack certain middle-class
characteristics necessary to success. Johnson et al. (2009) asserted such deficit models ignore the
structural influences which “create and maintain social stratification” (p. 2). The researchers
sought to define a new model for educational leaders in understanding poverty in central
Appalachia. In this leadership model the authors sought to combine three aspects in order to give
a leader understanding of the culture: (a) Knowledge-seeking to acknowledge the “worth of
information and skills not typically associated with schooling,” (b) Place-valuing the importance
of place within the students’ frame of reference and the community’s understanding of
education, and (c) People-acknowledging and valuing the resources of the people in the
community (Johnson et al., 2009, p. 3). Each of these aspects of this new leadership model
directly coincides with characteristics of the already existing funds of knowledge model. While
no formal research has yet been done, Johnson et al. provide arguments that such a theory may
be greatly useful in the central Appalachian region.
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Stereotyping in Appalachia
Dangers of Stereotyping. Obermiller and Maloney (2016) cautioned that attempting to
define the culture of any peoples has the potential to cause more harm than good. They believed
misunderstanding of terms such as “culture,” “cultural competence,” and “multiculturalism” may
lead to “practices that reinforce the misunderstanding of the region and its people” (p. 104). Prior
to embarking on a research project which inherently utilizes terms such as these and in order to
avoid falling into the stereotyping tendency, it is prudent to examine the dangers of stereotyping
the people, as well as the positive and negative stereotypes often associated with them.
In addition to the dangers inherent to teachers’ attitudes toward students, Azano and
Stewart (2016) also found dangers to student achievement associated with stereotyping. The
authors researched teacher candidates’ perceptions of rurality and their preparedness for the
challenges. The researchers found both positive and negative stereotypes but discussed in detail
the dangers of negative stereotyping on students. The authors referred to “stereotype threat,”
which occurs “when there is a situation in which students might feel at risk for confirming a
negative stereotype about their social group or one of their identities” (Azano & Stewart, 2016,
p. 117). This danger impacts education in a negative manner, creating an atmosphere of fear and
insecurity in the learning environment. Azano and Stewart discussed ideas from the teacher
candidates about how to approach stereotypes within the classroom in a non-threatening way. In
addition, the researchers noted that while students in rural areas may have some common
experiences, each student’s common experience is perceived and responded to differently by the
individual. Azano and Stewart warned teachers must understand the combination of students’
home cultures and their common experiences in order to avoid overgeneralizations and
stereotyping.
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Negative Stereotyping. Negative stereotypes abound in rural Appalachia. Hillbillies,
uneducated, slow-talking, or barefoot and pregnant images are widely accepted views of the
central Appalachian area by outsiders (Massey, 2007). Other negative stereotypes are
commonplace in educator circles, even those who teach in the area. Poverty, behavior problems,
bad home lives, and lack of student motivation are common negative stereotypes (Azano &
Stewart, 2016; Winter, 2013), Due to these historic and inaccurate images and misconceptions,
one of the most harmful and negative stereotypes that threatens perceptions of students today is
termed “deficit thinking.”
Many books and articles have been written regarding the poverty, marginalization, and
dependency of the Appalachian area, with even the most well-intended ones leading readers to
deficit thinking. Deficit thinking is a term referenced in CRP and other culturally sensitive
literature, but it is particularly relevant to the area of central Appalachia due to the common
negative stereotypes which are socially acceptable by the U.S. population as a whole. Deficit
thinking is the idea that it is not the school or the teachers which are to blame for students’ lack
of academic achievement, but the overwhelmingly negative aspects of the students’ culture
which must be overcome (Clycq et al., 2014). Blanks et al. (2013) pointed out the literature gap
for schools in rural areas and the importance of teacher training for these areas. The authors
proposed a potential reason for such a research gap may be the deficit view of rural schools.
Blanks et al. noted much of the discussion centering on rural districts focuses on revitalizing the
“perceived deficits of existing rural schools, rural teachers, and rural students” (p. 77). While the
researchers admitted there exist challenges to teaching in a rural school not present in other
settings, they based their research on a strength-based approach and found the rural school
setting to be particularly effective in training preservice teachers.
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Winter (2013) researched teacher candidates in an Appalachian area, examining their
values and beliefs about themselves, their identities, and their future students. The author found
troubling stereotypes plagued even teachers from the Appalachian area. The teacher candidates
in the study were primarily from the Appalachian area and identified themselves as Appalachian.
The candidates further recognized the negative stereotypes about the area pervasive in popular
culture. Most of the candidates intended to teach in the Appalachian area. However, when
interviewed about their beliefs regarding their future Appalachian students, the most common
responses echoed the negative stereotypes and deficit thinking of bad behavior, bad home lives,
low academic achievement, and poverty.
Azano and Stewart (2016) also expressed concern for the negative effects of deficit
thinking on students and teachers. While interviewing preservice teachers regarding their
attitudes toward rural areas, the researchers found many of the perceived issues the teachers were
concerned about directly related back to deficit thinking. Azano and Stewart were concerned this
model of thinking undermined a teacher’s view of student potential. The preservice teachers
commented on students’ lack of motivation and disinterest in education. The researchers strove
to undermine the deficit thinking model in which students need to be “fixed” by the teachers, yet
this theme of correcting students who live in poverty in order to fit in or achieve in schools is
pervasive in the literature and daily decision-making in schools. This means that despite the
wealth of research into culturally conscious pedagogy and its benefits to students and their
families, many decisions made on a daily basis by administrators and teachers in a school system
and classroom are based upon these harmful deficit thinking tendencies.
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One of the most influential purveyors of deficit thinking is Payne (2005). Payne wrote the
well-known work A Framework for Understanding Poverty. This book focuses on how to
educate students in poverty to fit in with the middle-class norms so they can succeed and
overcome poverty. Many educators find Payne’s work a brilliant analysis of characteristics of
students living in poverty. The work has been the focus of numerous professional development
workshops in schools across the country, has sold over a million copies, and has even worked its
way in to university education curriculum (Dudley-Marling, 2015). It is “perhaps, the single
piece of literature most widely read by today’s classroom teachers” (Ahlquist et al., 2011, p. 1).
Payne’s (2005) book explained the culture of poverty, the hidden rules of the culture, what
teachers can expect from these students, and what tools the students need to be taught in order to
rise out of this culture. While on the surface, it sounds harmless enough, it is problematic
because it is primarily written from the perspective of deficit thinking. It focused on only the
negative aspects and originates from the idea that educators need to fix these students, that 1) the
poor are the problem, 2) they do not have the cultural tools which enable them to make choices
to get them out of poverty, 3) they need to be saved, 4) educators can and should be these
saviors. Though my research is not focused primarily on poverty, poverty does abound in the
central Appalachian area and more importantly, the popularity of Payne’s research demonstrates
the dangerous, seemingly harmless, widespread appeal of deficit thinking in today’s educational
institutions.
Positive Stereotyping. The research presented in this paper seeks to renounce the deficit
thinking model. The research uses the theory of FoK to attempt to determine positive
characteristics brought into the classroom by students in the region of central Appalachia and
teachers’ perceptions of these FoK. Therefore, it is useful to contemplate the positive stereotypes
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and characteristics found in the literature to counterbalance the damaging effects of negative
stereotypes and deficit thinking.
There is a wealth of research on the potential positive aspects of Appalachian culture.
However, as with negative stereotypes, positive stereotypes of the region also hold dangers.
Azano and Stewart (2016) pointed out that preservice teachers often had an idyllic rural trope
view of these areas, such as close community and connection to nature. While this is a positive
aspect of rural schools and has some grounding in research, the researchers desired their
preservice teachers to avoid creating an erroneous view of the area, leading them to possibly
ignore the “unique rural challenges” they may encounter (Azano & Stewart, 2016, p. 115).
Howley (2006) analyzed the meaning families attach to schooling for three families from
Appalachia, two from central Appalachia, and one from northern Appalachia. The researcher
found the families spoke about appreciation for land and family property. Howley also
discovered a connection to community and lifestyle. The author termed these two characteristics
as “connection to place” and “connection to people,” with all three families including these as
important aspects of their culture. These findings support the “idyllic rural trope” warned against
by Azano and Stewart (2016).
Cooper, Knotts, and Livingston (2010) examined Appalachian people and their tendency
to identify as Appalachian. The researchers found most residents of the region who identified
strongly as Appalachian were older and had lived in the area longer. However, an intriguing
discovery the authors uncovered was the residents who most strongly identified as Appalachian
were more highly educated, while the people who identified less with the region were less
educated. Cooper et al. speculated lower educated individuals tend to shun the region due to
negative stereotypes pervasive in popular American culture. However, more educated individuals
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demonstrated pride in their regional identity, perhaps due to the work of Appalachian scholars
and their attempts to confront these negative stereotypes and to celebrate the region’s history.
Cooper et al. also corroborated the idyllic rural trope of connection to place in the importance of
the land and environment. They found residents who strongly identified with Appalachia were
more likely to oppose growth and to support green space preserves.
Gottlieb (2001) also found evidence of these tropes through research into self-identities
of high school and college students in West Virginia, with home, place, and community as
common themes throughout. Elam (2003) researched the experiences of teachers in rural
Appalachia in the early half of the century. The author found evidence agreeing with Cooper et
al. (2013), Howley (2006), and Gottlieb (2001). A strong sense of community and connection to
the land were common themes from the teachers Elam (2003) interviewed. Elam also found an
emphasis on the importance of not only of community, but also of family, with students making
educational decisions due to family needs or desires.
Valentine (2008) investigated the authenticity and accuracy of picture books set in
Appalachia. The researcher found within these storybooks positive stereotypes abound. The most
prevailing stereotypes in the stories were “independence, self-reliance, and pride” though the
author also found several others. Valentine (2008) listed these as “sense of beauty,” “sense of
humor” and “patriotism” (p. 57). While the stereotypes found in these stories were not
necessarily research-based, they present Appalachia in a positive manner in children’s
storybooks.
Keefe (1988) examined the importance of family ties to the people of the Appalachian
area. The researcher spoke of family and kinship as the basis of the individual’s identity and the
“central unit of rural Appalachian social organization” (Keefe, 1988, p. 24). Keefe referred to the
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family unit as providing many services for the individual’s life, including mutual aid by
providing monetary assistance, land, help, decision-making, and emotional support, as well as
providing a moral conscience. According to the author, “kin” (comprising not only immediate
family, but also in-laws, extended family, and close friends) also have obligations for: 1)
providing jobs, 2) putting family first, 3) family loyalty, and 4) providing emotional and moral
support.
Appalachian Education Perspectives
Family and Student Perspectives. When considering education in Appalachia through
the lens of the theory of FoK and culturally sensitive pedagogy, it is important to examine all
aspects which have influence on student and parent attitudes toward education. Due to the unique
culture of the central Appalachian region, families and communities have a strong impact on
students’ success in school. Wallace and Diekroger (2000) pointed out that even though
attachment to family may be viewed as a positive part of Appalachia, it may also be instrumental
in perpetuating negative views of education. Appalachian students recognize family influence as
an important aspect of their decision-making regarding continuing education (Ali & Saunders,
2006). However, Ali and Saunders also found parents often lacked suitable information to assist
their students in entering college. Brown et al. (2009) examined family influence on education as
well, and asserted that unlike in other areas where community is a primary factor in providing
support and resources for higher education, in Appalachia families are the “primary pathway for
the provision of these resources, scaffolding, and support” (p. 803).
Appalachian families also have influence over the student views of the practicality of
education. Nafziger (1971) examined educational attitudes of migrant versus native populations
in West Virginia. Howley (2006) agreed with Nafziger’s (1971) determination that families in
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this area view education in a more pragmatic manner. The families interviewed by Nafziger
viewed education as impractical for their immediate goals, believing their students needed
technical skills more than intellectual ones. While Nafziger also found families who move
around are more likely to value education, the Appalachian population is a primarily fixed one.
Howley (2006) researched three families from Appalachia, two from central Appalachia,
and one from northern Appalachia. The researcher discovered while all three families
emphasized the importance of education, the underlying reasons for emphasizing education were
different between the central Appalachian families and the northern Appalachian family. The
northern Appalachian family found the importance of education in increasing knowledge and
providing intellectual challenges. However, the families from central Appalachia were more
pragmatic in their understanding of the purpose of education, viewing it as necessary to prepare
their students for stable employment and a home.
Ghiaciuc et al., (2006) researched three marginalized populations (African American,
Appalachian, and Latino) and their views toward education. They found the main concern for
Appalachian families was the conflict between education and family values. The families desired
their students to succeed in school so they could “get ahead in the world” but believed education
to often be at odds with their family values (Ghiaciuc et al., 2006, p. 8). The research in this
dissertation sought to implement the FoK theory, and through the implementation uncover
family values which could be considered and valued in the classroom, thus helping to gain the
trust and dialogue necessary to a student’s academic success.
Kannapel and Flory (2017) observed further negative impacts of familial influence on
education. The researchers reviewed literature and longitudinal data relating to central
Appalachian residents’ views on education. Kannapel and Flory found parents who did not have
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a strong background in education did not provide encouragement for their students’ furthering
education, but rather tended to discourage it. Students made comments that they were expected
to do work which interfered with school activities, were told they should not waste time on
college, were accused of “acting better” than less educated individuals, or were ignored when
discussing educational experiences (Kannapel & Flory, 2017, p. 8). The authors did note some
positive aspects of central Appalachian students in higher education, stating these students were
generally committed to remaining in and improving the region, as well as many having strong
support from educators as well as family.
Because the FoK theory is primarily focused on students’ relationships to education, it is
prudent to examine research relating to Appalachian students’ attitudes toward schooling.
Hendrickson (2012) researched the reasons students in rural Appalachia are resistant to
education. The author uncovered three themes in the research: 1) family values and expectations
were at odds with school, 2) misunderstandings between teachers and students abounded, and 3)
differing views on the quality and relevance of education existed between students/families and
schools. All these factors may be attributed to a difference in backgrounds between teachers and
students. Teachers in this area generally come from middle class backgrounds, whereas students
in rural areas of Appalachia often come from low-income families. The researcher speculated
this caused a culture clash, with teachers focusing on “worldliness” and students valuing “closeknit families” and “place-based knowledge” (Hendrickson, 2012, pp. 37-38). In addition,
collaborating with research on parental perspectives of education, Hendrickson found students
were more influenced by their families than by any other factor when considering college
attendance.

53

Researchers have discovered great benefit to students when they understand and accept
their own culture. Slocum (2014) researched three Appalachian high school students during
literacy events in which Appalachia was studied. The researcher wanted to understand how these
students interpreted a critical place-based literacy curriculum through the lens of their identities.
Slocum found that these students had a strong connection to the heritage of the area and had
experiences with cultural marginalization. The students were aware of themselves as “other” in
the view of non-Appalachians, which the author termed “self-as-other” (Slocum, 2014, p. 204).
All three students felt a kinship to others from the area, “united across time by problematic
representations” (Slocum, 2014, p. 204). This awareness of self-as-other of the students
demonstrates the necessity for the use of FoK pedagogy in the classroom, with teachers
accepting students’ “otherness,” as it is often viewed.
Wigginton (1991) observed the positive impacts high school Appalachian students
experienced when they learned to understand and appreciate their own culture. The researcher
observed students within a literacy setting, examining their reactions to the pervasive negative
stereotypes of the area. The author found great value in teaching students to not only understand
their own culture, but also to be proud of it. The students who completed this course benefited
from it by learning to appreciate their own culture, acknowledging its contributions, and
becoming responsible citizens. Again, students gained efficacy in their education when teachers
accepted students’ “otherness,” which is the goal of FoK pedagogy.
Teacher Perspectives and Training. If, as the research suggests, FoK pedagogy is
beneficial to a student’s education, then teachers must begin to understand their own tendencies,
difficulties, and needs in order to teach in a culturally responsible manner. One important aspect
of being able to teach in this manner is self-awareness. Azano and Stewart (2016) focused their
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research on teacher perspectives of rural education. The researchers found these perspectives are
shaped by the teachers’ own experiences. Therefore, it is important for teachers to understand
and evaluate their own experiences. Salyers and Ritchie (2006) researched effective counseling
methods in Appalachia and found that counselors benefited from exploring their own cultural
heritage in order to understand their own assumptions, values, and biases. Blanks et al. (2013)
also emphasized self-awareness in their university teacher preparation program by encouraging
teacher candidates to analyze their own biases and considering the effects these biases might
have on judgments about families. Ghiaciuc et al. (2006) examined teachers’ perceptions of three
minority populations and also found the teachers who were most effective in using FoK
pedagogy were teachers who were reflective and critical of their own practices.
Teacher training is another important aspect of teaching in a culturally responsible
manner. Blanks et al. (2013) pointed out that rural schools are overlooked in teacher training
programs. The authors believed this to be a major shortfall in teacher education, as Blanks
referenced Johnson and Strange’s (2005) statistics which stated that “at least one in five children
in the United States attend rural schools and one-third of all public schools are located in rural
areas” (Blanks et al., 2013, p. 77). Blanks et al.’s research consisted of a partnership between a
university and an elementary school and discussed teacher training strategies specific to rural
schools. The approaches the university members taught their students were: 1) how to create an
inclusive, welcoming setting for families, 2) how to understand the ways poverty marginalizes
people and keeps families away from school, 3) how drugs affect students’ stability, 4) how to
make connections to families in need, and 5) how not to stereotype. Some of these strategies,
while important for teacher candidates to learn, seem at odds with approach number five in
which students are taught not to stereotype, as numbers two, three, and four are inherently
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stereotypes. Because of this and in order to avoid the deficit thinking which plagues teachers of
minority and low-income students, the authors emphasized self-awareness of personal biases.
Proffit et al. (2004) were also concerned with preparing students to teach in rural areas,
though unlike Blanks et al. (2013), Proffit et al. (2004) focused specifically on rural Appalachia.
The authors asserted less wealthy systems, which are often in rural areas, have less ability to
attract more qualified teachers, as they cannot offer as many perks and financial benefits. The
researchers examined a possible solution to this problem in the Appalachian Model Teacher
Consortium which focused on recruiting, preparing, and retaining quality teachers for a small
Virginia school system. The Consortium divided the work between the local high school,
community college, university, and community to create a streamlined system encouraging
teacher candidates to live and work in the area. The authors found through implementing the
Appalachian Model Teacher Consortium, the schools were able to find students who were not
only qualified, but who were committed to working and living in their home communities.
Research Gaps
While research regarding education and the people of Appalachia abound, some gaps in
the research exist which would be beneficial to explore with future studies. The first is while
researchers have completed much research about the stereotypes of Appalachia, both positive
and negative, little research has been completed regarding the actual modern identity of the
people. This is perhaps due to the challenges of classifying such a diverse population, as well as
the above discussed dangers of stereotyping. However, certain areas may have specific
characteristics in common which would be beneficial for educators. Research into the use of FoK
pedagogy in the central Appalachian region may assist in filling in this research gap.
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Another gap in the research regarding education and the people of Appalachia is that
there has been a lot of research on the necessity of using CRP in Appalachia. However, little
research has been completed regarding its actual success and its long-term benefits to students.
Sugg (2015) researched the practicality of place-based education in a rural Appalachian school
and discussed the school’s success with it. However, in general, few researchers have focused on
the practicality and the benefits of this type of educational framework long-term. While this
research may not directly address this gap, it lays the groundwork for future research into this
topic.
A further research gap is that while much cultural education research has been applied to
the Appalachian region, little has been done with the central Appalachian area. This small region
qualifies as the type of local region on which Moll based his research, having very specific
traditions, customs, and characteristics. If educators in this region are able to understand these
students’ FoK, their pedagogy may increase effectiveness.
A final research gap found in the literature is the lack of connection between the theory of
funds of knowledge and culturally relevant pedagogy. While there are many areas of overlap
between the two topics, for the most part the researchers for either topic keep their research
confined to each respective term, never examining these areas of overlap or utilizing relevant
research which uses the other term. Further, while there are a few articles which recognize these
overlaps, none of them apply this combined and potentially powerful focus to the Appalachian
culture and education. The research in this paper acknowledges the overlaps between the theories
of CRP and FoK and applies it directly to the potential for transformative shifts in the ways we
think about and do education in Appalachia, with the intent of assisting teachers in the area to
become more aware of the specific needs of this special population.

57

Conclusion
A review of the research regarding culturally relevant pedagogy, the theory of funds of
knowledge, and central Appalachia bring important topics to be noted during the current research
study. In this study, the researcher hoped to observe the four main characteristics of FoK
pedagogy in the participants’ pedagogy. Funds of knowledge pedagogy should have: 1) real
world connections, 2) be student centered, 3) consider many influences on the students’ FoK,
and 4) create a social network with trust and dialogue. Teachers using funds of knowledge
pedagogy should also plan how to handle dark funds of knowledge, as well as all the challenges
of the realities of its implementation and what kinds of supports they might need to assist them.
Regarding Appalachian culture, the researcher hoped to gain insight into the realities of students’
FoK culture in Appalachia specifically, as perceived by the teacher participants, as well as an
understanding of how those realities affect the classroom pedagogy implemented by the
participants.
In this chapter, I discussed relevant prior research regarding culturally relevant pedagogy,
the theory of funds of knowledge, and Appalachian culture, poverty, stereotypes, and education.
While I found much research regarding the theory of funds of knowledge, and much regarding
Appalachian culture, etc., I discovered little combining the two. In the following chapter, I will
seek to merge the two topics, laying out my methodological design to answer my research
questions, which address this research gap specifically.
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Chapter III: Methodology
This research study focused on two counties in the central Appalachian region, its
students’ home cultures, and most importantly, its teachers and their pedagogical methods. I
strove to discover not only to what extent the educators of the area implement the theory of funds
of knowledge (FoK) into their pedagogical practices, but also their interpretation of the concept
and their understanding of their own students’ FoK, as well as the effectiveness of FoK
pedagogy if educators utilized it at all. Because I sought answers beyond simple who, what,
when, and where, instead examining ideas of why, I chose to base my research design upon a
qualitative approach, which as explained below lends itself well to in-depth research inquiries
asking complex questions.
Research Design
Method
The research questions guiding this study were:
1. How do teachers of middle school students in central Appalachia describe what their
students bring into the classroom from their home culture?
2. How have teachers of middle school students in central Appalachia utilized what their
students bring into the classroom from their home culture to facilitate academic outcomes?
3. How do teachers of middle school students in central Appalachian perceive the impact
on student achievement when incorporating what their students bring into the classroom from
their home culture?
4. What reasons do teachers of middle school students in central Appalachia give for
using or not using what their students bring into the classroom from their home culture in the
classroom?
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In examining my research questions, I categorized them into two different worldviews:
transformative and constructivist. Creswell (2014) defined a transformative research worldview
as focusing on social perspectives and power relationships. Questions two and three as well as
the premise of the funds of knowledge theory are rooted in the transformative worldview because
these questions inherently contain an “action agenda to reform” and “confront social oppression”
(p. 9). However, I viewed questions 1 and 4 as emerging from a more constructivist approach
which seeks to understand relationships and social interactions, as well as understanding the
context or setting of the participants. After examining my research questions in terms of
worldviews, it became clear which method I should use to answer them. Creswell found
constructivist and transformative worldview research is best accomplished through qualitative
approaches. In this research study, I sought to find meaning, study a setting, and create a change:
all of which Creswell stated are attributes of qualitative research.
Design
In further inspecting my research questions and planning how best to accomplish finding
answers, I also studied the various types of qualitative research designs in order to determine
which approach might best fit with my areas of inquiry. However, I found myself unable to force
my planned research design into any one of the standard qualitative research designs. I could
easily discount three of the most popular qualitative research designs. My study certainly did not
fit with narrative research design, as I am not seeking stories about individuals’ lives, nor could I
categorize it as ethnographical research, as I am not seeking information related to social patterns
over a prolonged period of time in a natural setting (Creswell, 2014). I also could not define my
study as grounded theory, as all my research was based upon the funds of knowledge theory and
I was not attempting to derive a new theory from my research data.
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I was therefore left with two options— case study or phenomenological research design.
However, as I examined my research questions and planned my methods, I found I could not
consign the study to either framework in good conscience. While case study seemed as if it
might fit, I was not doing an in-depth analysis of one single activity, event, or set of individuals,
and I certainly would not be able to collect data over “a sustained period of time” (Creswell,
2014, p. 14). Merriam and Tisdell (2016) explained in order to claim research as a case study, the
researcher must examine a bounded system, or “one particular program or one particular
classroom of learners” (p. 38). That was not the goal of my research. Instead, I was seeking
general information related to how teachers in a specific geographic area viewed and used a
specific theory in their classrooms. I struggled also to categorize my research as
phenomenological. While I was studying the lived experiences of individuals (Creswell, 2014), I
was also seeking much more information than the “essence” of a shared experience (Merriam &
Tisdell, 2016, p. 26). I was also not planning on going as in-depth into these lived experiences as
is typical in a phenomenological research approach.
After examining all these approaches and finding myself unable to categorize my
research study into any of them adequately, I began seeking an alternative classification.
Merriam and Tisdell (2016) found precedent for explaining qualitative research simply as “basic
qualitative study” (p. 23). The authors stated constructivism “underlies. . . basic qualitative
study” (p. 24) and as explained above, I based my research design for this study partially upon a
constructivist worldview. Merriam and Tisdell further asserted this type of general qualitative
research was most commonly found in the field of educational research. They defined basic
qualitative study outcomes as: “What questions are asked, what is observed, and what documents
are deemed relevant will depend on the disciplinary theoretical framework of the study” and the
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“analysis of the data involves identifying these recurring patterns that characterize the data” (p.
24). The authors also claimed that interpretation in basic qualitative studies is based upon
researchers’ understanding of participants’ understanding. All these characteristics that define
basic qualitative research design represent my study as well. Yin (2011) also endorsed the idea of
basic qualitative research design when he argued that “strong. . . studies can be conducted under
the general label ‘qualitative research’. . . without resorting to any of the variations” (p. 16). I
chose basic qualitative design because I was seeking answers to constructivist-based questions
and my primary goal was to understand my participants’ understanding of the theory of FoK.
Population of Study
As I focused my research primarily on the benefits of FoK pedagogy to students in the
central Appalachian area, my choices for schools to research were inherently limited. Though I
sent permission requests to several districts in the central Appalachian area, I only received
permission from two. This lack of response from the superintendents was potentially because I
was requesting permissions at the beginning of the COVID-19 pandemic and the administrators
had other things going on. In the end, I received permissions from the district in which I lived
and the one adjacent to it, which offered both county and city schools (some large and some
small in population) and several different options in which to conduct research. I chose to
conduct my study using teachers in what I will call the Valley County Public School district and
the River County Public School district. These districts are situated in the southeast corner of
Kentucky and northeastern Tennessee. The main town, designated Church City, in Valley district
has a population of almost 10,000 but most of the district schools are rural, populated by students
who do not live closer than 10 minutes from the town. The main town in River district has a
population of less than 3000 (Advameg, 2020). Therefore, the closest larger town to the district
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is Church City. The schools in Valley district are comprised of six K-8 schools and one high
school. Of the K-8 schools, two have a population of between 500-700 students, while three have
smaller populations of less than 200, and one has a population of around 300 (Niche, 2020a). At
the time of this research study, the schools in River district were comprised of two high schools,
two primary schools (K-4), two middle schools (5-8), one K-7 school, and four K-8 schools. The
average population of the schools is between 200-500 (Niche, 2020b). I chose these school
districts because the population of the schools was the population I was most interested in
researching, as rural schools are most prevalent in central Appalachia. Much of the background
research focused also focused on rural schools as a point of concern.
The population of teachers I selected for participation in this research study were chosen
in two ways. The first of these was via a survey. I began by requesting permission from the
Lincoln Memorial University Institutional Review Board for the Protection of Human Subjects.
After receiving IRB approval, I requested permission from the superintendents. Upon approval, I
sent a survey through Qualtrics out to all middle school teachers in both districts. Survey
participants had the opportunity to volunteer to participate in the interview and focus group part
of the study. However, while I collected some information about their views regarding FoK
pedagogy, I did not receive any volunteers for the interview and focus group.
Because I did not receive volunteers via the survey, the second way I chose participants
was via direct solicitation. Due to challenges arising from the COVID-19 pandemic, participation
in the survey was limited because schools were out of session and I received no volunteers from
the survey. Because I had colleagues in both counties, I used convenience sampling and solicited
teachers I knew for participation. I received a good response rate from this method, collecting six
participants, four from Valley district and two from River district.

63

In order to gain consent, I made a formal request to the superintendent of the districts.
After gaining permission I sent out the survey to each middle school teacher in both districts. On
the survey, participants were asked to provide permission for participation in the survey and the
interview/focus group if interested. On the consent form, teachers were informed of the extent
and purposes of the study (Appendix C).
I received six volunteers for my interview/focus group process (pseudonyms selected by
participants/researcher):
Dee is a middle school teacher at Meadow School in River district. The school has a
population of almost 500 and is in the county seat of River county. Dee has been teaching social
studies for two years in the central Appalachian area.
June is a middle school teacher at Meadow School in River district. She teaches ELA and
has been teaching middle school in central Appalachia for seven years.
Jane is a middle school teacher from Forest school in Valley county. It is a school in
Church City, the largest town in the area, with a school population of almost 700. Jane has been
teaching middle school ELA in the central Appalachian area for 18 years.
Mike is a middle school teacher and assistant principal at Creek school in Valley district.
Creek school has a population of a just under 200. He has been teaching social studies to middle
school grades for 15 years.
AM is a middle school teacher at Creek school in Valley district. She teaches a grantfunded reading program for 6th grade students. She has been teaching middle school in central
Appalachia for two years.
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Kay is a middle school social studies teacher at Mountain school in Valley district.
Mountain school has a population of a little over 300. Kay has been teaching middle school for
in central Appalachia for five years.
All six participants are from the central Appalachian area. Most have lived here their
entire lives.
Data Collection
I chose to collect data with three different methods to provide triangulation and to gain
insights into the guiding research questions of this study. The first method of data collection was
via a survey (Appendix D) through Qualtrics sent to all middle school teachers in both Valley
and River districts. I chose this method for two reasons. First, it gave me a broader range of data
for my study, providing a baseline which I could use to develop more in-depth questions for my
interviews. Second, it provided a way to select participants for the rest of my study as volunteers,
rather than purposeful selection, giving my study more variation in participants. I received
fifteen responses, six of which agreed to participate in the study.
The second data collection method I chose was a semi-structured interview (Appendix
E). While a survey may have garnered many of the same responses as a structured interview, the
semi-structured interview approach led to a wider and more in-depth view of teachers’
understanding and use of FoK pedagogy. I did not choose an unstructured interview format due
to the potential struggle in analysis, and because there were specific questions I needed
answered. However, in a semi-structured format, the participants were able to elaborate and I
was able to retrieve much more data and rich details than a simple structured interview or survey
would have garnered.
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To conduct the interviews, I opted for completing them as phone conversations. Due to
the COVID-19 pandemic, I was unable to meet with the participants in person. This caused some
challenges due to spotty cell phone service prevalent in the central Appalachian area. AM lost
service when she went downstairs in her house and Mike had no service from his cell phone and
had to use his land line. Jane also had spotty service at her house, having to edit her responses
during the member check to clarify her words when service dropped. Following the interviews, I
transcribed them verbatim in order to examine them later for patterns and coding.
The last form of data collection I chose was focus groups. I conducted two focus group
sessions with the participants after their interviews (Appendix F). In these groups, teachers were
able to further elaborate on their perceptions of their students’ FoK, their uses of FoK pedagogy
in the classroom and in their teaching practices, and the ways they perceive its effectiveness with
students. Due to the COVID-19 pandemic, I chose to complete the focus groups via an online
Zoom session. For the first focus group, all the participants said they could be in attendance. I
texted them the morning of the session and got confirmations from five of them. In the end, only
three were able to attend the Zoom meeting: Jane, June, and Kay. However, June was riding in a
car and was unable to get video, and Jane did not have good internet at her house and so sat in a
parking lot in Church City to complete the meeting. She did not have video either, and her audio
went in and out. After 10 minutes struggling to get everyone to be able to at least hear and talk, I
was ready to start the session with the first question. Then the power went out at my house and I
lost internet connection. I called the three who were able to participate on a conference call,
putting my phone on speaker for the audio recording. I texted the other two who said they would
be there that we were doing a conference call instead and I would add them if they texted me
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back. However, neither of them did. June lost cell service two-thirds of the way through the
interview and completed the questions in written form during the member check.
After completing the first focus group session, I heard back from the other two who had
said they would come to the first session. AM was unable to come due to the same power outage
I experienced. Additionally, she had not charged her cell phone or iPad and so did not get the
texts I sent inviting her to join the first focus group conference call. Dee had a doctor’s
appointment which lasted much longer than she had anticipated. Both Dee and AM agreed they
could participate in a second focus group session just for them. After the disaster of the first
Zoom meeting attempt, I opted to use a conference call for this session. Both participants were in
attendance. I put the phone on speaker for the audio recording. I then transcribed verbatim the
audio record of the focus groups.
Analytical Methods
In analyzing the three data sets, I used coding, which can be described as “analyzing
qualitative text data by taking them apart to see what they yield before putting the data back
together in a meaningful way” (Creswell, 2015, p.156). In order to take it apart and put it
together again in a meaningful way, first I re-examined my research questions in order to keep
my analysis focused on my research topic. I then read through each survey, interview transcript,
and focus group transcript. As I read through them, I used open coding (Merriam & Tisdell,
2016) by highlighting any idea or phrase that directly referred to one of my research questions. I
examined each set for common or repeating words and ideas, noting each one and categorizing
them into common themes within each data set. I then used axial coding, triangulated the words
and ideas I found in each with the words and ideas found in each other set of data. I compared all
common themes from each data set and combined them into “fewer, more comprehensive
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categories (Merriam & Tisdell, 2016, p. 208). In this way, I found major themes common
between all sets of data. All through the coding process, I kept my research questions in mind,
creating categories which fit in with each of my four questions. I also had ancillary data as well
when I initially coded, data which I did not feel fit in with any of the research questions but was
important data nevertheless. However, once I had completed the coding with categories and
themes, I found this supplementary data actually fit in with each different theme and research
question.
Reliability and Validity
I ensured reliability through semi-structured interviews. I structured the interview
questions carefully to avoid the dangers of bias and, as Maxwell (2005) warned, to avoid “power
inequalities between researcher and researched” that often come with more structured forms of
inquiry (p. 88). I was careful in transcribing to accurately record all dialogue. I conducted
member checking by contacting the participants for clarification when necessary and then I
presented each participant with a transcript of the interview for their own approval. Four of the
six interviews were member checked and approved. Jane edited her responses for clarity in
places I noted I was unable to understand what she said due to cell phone signal loss. Both focus
groups were member checked. The first focus group was checked by all three participants. June
lost cell service on the conference call and so responded to the last few questions in written form,
responding to the transcript of the rest of the interview with the other two participants. The
second focus group was member checked by one of the two participants with no changes.
I also chose three different forms of data collection in order to ensure trustworthiness.
Because I chose three varying forms of data to collect and analyze rather than only a single data
method, I was able to triangulate my data between the three and find common themes found in
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all of them. This means that I was able to justify my conclusions and prove that they make sense
when examining all three sets of data (Merriam & Tisdell, 2016).
Researcher Subjectivity. I am 36 years old, and I have lived in central Appalachia over
half of my life (the first nine years and the last nine years). Though I attended college and
completed my student teaching in northern Indiana and my first several years of teaching was
just outside of the Appalachian region, the majority of my teaching experience has been in
central Appalachia. As a music educator, I have had the opportunity to teach in many different
schools at many different age levels and in many different areas. I have found that students in
public schools in central Appalachia pose unique challenges to even the most experienced
educators. These students have different values and different home lives than students in urban,
non-Appalachian areas. In my classroom I have found great success with building on unique
traits of individual students, such as musical preferences and extracurricular activity preferences.
I began to wonder what other aspects of students’ home lives I could positively incorporate into
my pedagogy. Central Appalachia has many negative stereotypes which have been publicly
discussed (though made fun of might be a better term) throughout the country. However,
academic research that has attempted to explain or rectify these challenges has been scant when
compared to other cultures (African American, Mexican American, etc.). I was curious if there
might be a way to take these perceived negative aspects of Appalachian students’ home lives and
turn them into positive educational experiences within public school classrooms. This trail led
me to culturally relevant pedagogy and eventually to the theory of funds of knowledge. Both of
these pedagogical frameworks have been implemented to the benefit of urban African American
students (CRP), immigrant Mexican American students (FoK), and other students such as Native
American, Native Australian, and Hawaiian. Unfortunately, educators have not applied this
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wealth of valuable research to one of the most troubled regions in the country—central
Appalachia.
Limitations and Delimitations
I sought to examine teacher perceptions of FoK pedagogy in two counties in the central
Appalachian area, hoping to find teachers who excelled at its use and evidence of the benefits of
using students’ home knowledge in the classroom. Due to the potential size of this study, I
delimitated the research by placing certain restrictions on the research. The first of these was I
used a small, specific sample to which I narrowed my study. By examining on only two counties
in the small area of central Appalachian and identifying only teachers who taught upper
elementary/middle school age students, I was able to achieve a more in-depth and detailed
analysis of the teachers’ perceptions of FoK pedagogy. As stated above, this central Appalachian
area has benefited from little research into the use of culturally conscious pedagogical practices,
particularly the theory of FoK. Delimiting this research study to this small population provided
valuable insight into potentially beneficial pedagogical practices for students in this area because
rather than studying a large group in a broad sense, I was able to study a small, specific
population in-depth. This population is representative of many rural school classrooms and
teachers in the central Appalachian region, with similar characteristics between students’ home
lives and teachers’ perspectives on using aspects of their home lives in the classroom based upon
where they live and what values are traditionally held by this population.
A further delimitation I placed was narrowing my research to only the theory of FoK, not
including the many other forms of culturally conscious pedagogy. While there exist many
nomenclatures of culturally conscious education, I found the theory of FoK corresponded best to
the students and teachers in the central Appalachian area. In this way, I was able to focus my
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research to a smaller, more specific topic, and therefore was able to find answers specific to my
research questions.
Assumptions and Biases of the Study
In this research study, one assumption was that FoK pedagogy does in fact benefit central
Appalachian students academically. While evidence with other cultures has suggested its
benefits, very little research has been completed to determine how it affects students in central
Appalachia. If teachers in this area could be encouraged to utilize FoK pedagogy as part of their
regular classroom pedagogy, the students of central Appalachia may not only see increased
academic success but also increased self-efficacy in their education. However, these assumptions
are based upon research completed with students outside of this area and perhaps students of
central Appalachia react differently to such pedagogy.
Another assumption made in this research study was that teachers have some
understanding of the importance of using students’ home culture as part of their classroom
pedagogy. While it seems like common sense, it may not be a subject which is deliberately
taught in teacher education programs and so some teachers may not think about it at all. I also
assumed that these teachers have some perceptions of the benefits of bringing students’ culture
into the classroom pedagogy. In this study I assumed teachers will observe some instances of the
benefits of FoK pedagogy in their classroom.
A further assumption in this study was that teachers in this area implement some form of
culturally conscious pedagogy into their classrooms. As I have taught in the area for several
years, I have observed instances of teachers using culturally conscious pedagogy. However, as I
sought to discover teacher perceptions of this form of pedagogy, leading teachers to see their
own use of FoK pedagogy in their classroom may have proven challenging as well as perhaps
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having led to dangerous biases such as deficit thinking and negative stereotypes. It was of
upmost importance then that I phrase questions and discussion to avoid these negative aspects of
culture and pedagogy.
Aside from my personal assumptions and biases, administrators’ and teachers’ biases also
played a role in my study. As demonstrated in the above research, even teachers from the
Appalachian area are prone to deficit thinking. Though the teachers I interviewed may seek to
teach in a culturally conscious way, the assumption that this is a way they can help to fix these
students may be lurking in the background, coloring their views of the students and even of my
own research.
The curriculum and state tests also demonstrate biases against students in this area. This
is due to standardized curriculum and standardized testing. Teachers who seek to teach in a
culturally conscious way inherently struggle against a standard, state-wide curriculum which
makes few concessions for students from diverse of backgrounds. However, due to the
importance of standardized testing, teachers feel they must conform to this structured and biased
curriculum which teaches middle class norms (Williams, 2002) rather than building students’
education on their personal experiences and backgrounds.
As can be observed from the above research and considerations, many factors are at play
in the struggle of the students of the Appalachian area. Negative stereotypes, deficit thinking,
poverty, rurality, standardized curriculum, and school consolidation all conspire against students’
educational achievement. This has created an educational gap which is seemingly overwhelming.
However, in this research study, I sought to learn from teachers in the Appalachian area with not
only understanding their students’ home lives, but also how these students may benefit
educationally from the theory of funds of knowledge.
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Conclusion
In Chapter 3, I carefully planned and conducted my research. Though I experienced
challenges of COVID-19, power-outages, and participation, I was able to collect data sufficient
to address my research questions, interviewing teachers who have valuable insights into using
funds of knowledge strategies, even though they had never heard of it. In the following chapter, I
will present the results of my data analysis as it relates specifically to each of the four research
questions introduced in Chapter 1.
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Chapter IV: Analyses and Results
Educational achievement has been an area of concern for the central Appalachian area for
many years. Numerous studies have examined this problem (Appalachian Regional Commission,
n.d.-c; Shaw et al., 2004), often from perspectives of the challenges surrounding it. In this
research, I sought to counter those challenges by examining teacher perspectives of not only the
students’ home lives and cultures, but also how educators can use those to bring about positive
academic results by implementing these funds of knowledge as part of their lessons. In this
chapter, I will briefly explain my analytical method and then explain how each research question
was addressed by the data. Finally, I will summarize the results of the research.
Data Analysis
In analyzing my data, I began by reading through all the survey results, interview
transcripts, and focus group transcripts in order to garner a general idea of the flow of ideas. My
next step was to focus on individual transcripts. I read through each transcript and survey and
noted general, important ideas. I then sorted them into larger categories using axial coding and
came up with thirteen distinct categories, under which almost all the codes fell. I then further
sorted those by even broader categories, to find a total of eight main themes. Using my research
questions, I found these eight themes sufficiently addressed each question. Though during initial
coding I believed I had some ancillary data, once all data coding was complete and themes
emerged, I found each one of the supposedly additional data points also corresponded to one of
the research questions. I was able to match each one of these data points and themes to the
appropriate research question in order to adequately address all four of my topics.
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I then created an outline and table (Table 3), so I could visualize how each main theme answered
each question.
Table 3: Research questions and main themes
Research Questions

Main Themes

How do teachers of middle school students in two counties in central Appalachia
describe what their students bring into the classroom from their home culture?

Perceptions of education
General cultural aspects

How have teachers of middle school students in two counties in central Appalachia
utilized what their students bring into the classroom from their home cultures to
facilitate academic outcomes?

Relationships
Connections
Dark funds of knowledge

How do teachers of middle school students in two counties in central Appalachia
perceive the impact on student achievement and engagement when incorporating into
their lessons what their students bring into the classroom from their home culture?

Due to connections and relationships

What reasons do teachers of middle school students in two counties in central
Appalachia give for using or not using what their students bring into the classroom
from their home culture in the classroom?

Why teachers use it
Barriers to implementation

Research Questions
Research Question 1
How do teachers of middle school students in two counties in central Appalachia describe
what their students bring into the classroom from their home culture?
Perceptions of Education. A main theme in the data was how the students and families
perceive education. The teacher participants focused on aspects of the students’ funds of
knowledge that directly influenced how the students thought about and interacted with their
educational experiences. The most prevalent influence was the students’ home lives. Though
each of the participants focused on a different aspect, all agreed these influenced their
educational experience.
One of the aspects mentioned was the lack of a typical family unit. Four of the six
participants mentioned this characteristic. AM stated: “Most of our kids are being raised by
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grandparents.” Dee agreed, commenting, “You’re more abnormal if you have a normal home life
than you are if you don’t have a normal home life at my school.” This was echoed by Jane, who
said that in one class “80% of them did not live with a parent… they lived with grandma and
uncle and foster care.” Though she did note this was above the average for most of her classes,
she also stated that the majority of students she had come from project housing where they have
“a parent that’s in jail, a parent or both parents that are in jail for drugs.” June noticed this family
unit characteristic as well, saying, “Family looks so different to everyone” and using the term
“your people at home” to refer to whoever the students lived with, rather than making
assumptions about the students’ family units. June also saw some positive aspects of their home
lives in the students’ ties to family. June found students with strong family ties in her classes,
stating that these students are “strong in their family, such as their family traditions or culture
and they really know who they are…[they] already know where they belong in the world.”
Part of the reason participants found these atypical family units so prevalent was the
problems at home. Drug abuse was one problem mentioned. Dee commented that at her school
“we constantly have issues with tobacco or vapes and I think it has something to do with the fact
that they’re so used to it in the home environment” and that “nothing’s going to prepare you for
when your students are playing a game of ‘let’s find my parent’s mug shot’.” Mike reiterated
Dee’s comment, suggesting one of the challenges he saw was “things at home like drug use or
even some of the characters that come around to their house.” Jane agreed when she said, “Drugs
are a big factor,” and that many of her students have, as stated above, “a parent that’s in jail, a
parent or both parents that are in jail for drugs.” Kay mentioned a further problem she saw in her
students’ home lives, commenting a concern her school had was “whether they are clean or
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not… this year we had a family that was prone to bedbugs, lice.” Mike noted they even had one
family that “often doesn’t have running water.”
One of the main characteristics of the students’ funds of knowledge which the
participants found to affect the student’s perceptions of education was the poverty of many
families in the area. All schools in both districts are schoolwide Title 1 schools (Tennessee
Department of Education, 2020; U.S. Department of Education, 2020). Dee found that her school
had “most of the low-income apartments” in Valley county. Jane also commented that one aspect
which makes students in this area different than those of other schools where she has taught is
“their low economic poverty status.”
Most of the participants also noted specific effects this has on their relationship to
education. Mike, Jane, and Kay all saw a lack of technology as a challenge caused by this
poverty. Mike said, “The biggest barrier for culture…has been technology. These
underprivileged families would probably need some free internet.” Kay agreed, stating that even
though more and more students every year are getting access, “this year in the eighth grade class
we had one 8th grader that didn’t have internet at home.” Jane also observed this, saying these
students “don’t really have a lot of technology.” Jane further commented on the lack of reading
materials in the home. She has her own library from which she loans books because “I don’t
know how many kids that I had last year that didn’t even have a book in their home.”
In addition to the lack of technology, the participants also saw poverty leading to a lack
of basic necessities for the students, such as when Mike commented that one of their families did
not even have running water sometimes. He further stated that many of the poorer families “can
barely provide food…they’re definitely going to have issues providing internet for their kids and
family.” Jane noted that some students in poverty who come to school are “often tired.” In giving
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a specific example, she relayed, “The school would send food bags home with them every Friday
for the weekend because we were concerned about what they were going to eat.”
All these characteristics of home lives and poverty affect the students’ views on
education. When asked to name the highest priority for students living in poverty, Jane said:
“Survival.” She expounded by stating:
When you’re homeless and you’re going from house to house, sleeping wherever,
whoever will open the door and let you sleep, education is not going to be a priority for
families that are in that type of situation. And it does impact the child, and it would.
When the child comes to school and they’re hungry and they’re sleepy and they don’t
know where they are going to be and they’ve got so much insecurity, education is not
going to be a priority for them either, even though they’re trying and working hard.
June agreed, commenting that when students, and parents, are in these situations, parents are
“probably not asking how school is or asking you about your classes. That’s the least of their
concerns.” Mike said, “Children that are in any impoverished group, whether it’s Appalachia or
wherever… you’ve got Maslow’s hierarchy of needs. If they’re having trouble getting their food,
shelter and clothing met, they sort of could care less about the three branches of government.”
Dee observed “I feel like the kids just feel defeated.” On her survey, Kay repeated a quote she
felt summed up the topic: “Students who are loved at home come to school to learn, students
who aren’t loved at home come to school to be loved.”
Mike and June found the students’ home lives and poverty affect their perspectives on
education in other ways. June saw strong family ties as potentially posing challenges to
educational perceptions. Because they have strong family ties, students tend to look to their
parents for their educational views. According to June her students have reported the following:
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I do not need college. I’m going to keep on working on my family farm’ or ‘my parents
own whatever business’…’well my parents don’t work, and they do fine not working so
I’m not going to work. Why do I even need to be here at all?’ or ‘my parents hated
school, so I hate school.
June also saw positive effects of these bonds, finding that “a lot of times those students
are leaders in the classroom. They feel confident,” and that they “already know where they
belong in the world and that is a strength of our area, that we do have students that feel that way,
even as early as 7th grade.” Mike also saw positive views on education from some of the students
as well, noting that students who live in poverty “tend to be more appreciative of
things…they’ve constantly got that perspective of new discovery.”
General Cultural Aspects. While the participants had general agreement on the home
lives and aspects of poverty the students in the Appalachian area experience, there was more
discrepancy regarding aspects of the students’ general cultural characteristics. Even though June
stated, “A lot of them are coming from the same [as other students in same area],” a wide variety
of topics were discussed. AM mentioned that hunting and farming are popular pastimes for
students at her school. Kay spent time discussing patriotism and that the majority of her students
are “pro-gun, pro-Trump,” the “American flag, the Confederate flag, you’re going to see flying
here” and that the students “don’t have the hardships…they’re not going to naturally see cops as
like a bad guy.” June talked about the small-town feel where everybody knows everybody else,
leading to stereotypes: “‘Oh, all the Campbells do this,’ or ‘all the Johnsons do this’ or ‘they’re
all this way’.” With such a wide variety of funds of knowledge discussed, it was difficult to pin
down commonalities. However, there were a couple of characteristics the participants agreed
upon.
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The first aspect of agreement was the isolation of this area. Mike, June, and AM found
isolation to be a key characteristic of this area, at least at more rural schools. AM saw the
isolation from living “back up in a holler” as reasons students talk about deer hunting and
farming. Mike said, “Anything, a lot of things, city-wise, you know urban, is alien to them.” He
found this caused problems, not only with things like internet access and running water, but also
with test questions at school. He commented, “If you ask them on a test about other cultures, kids
in our area are going to have…all they’re going to know is what they’ve had direct instruction on
in classes.” June has also found this in teaching ELA, stating that it can be a struggle for students
to understand certain stories:
If we read a story about kids walking around town and they were going to the arcade and
doing these different things, kids in the classroom who had never been really exposed to
that type of area, they have more of a struggle understanding what that story means.
A second agreed upon characteristic of students in this area was that the students have
cultural pride. Dee affirmed this in her statement “they grow up with, especially in this area…a
kind of proud cultural identity.” AM agreed when discussing culture-specific activities she
implements during class, saying, “Anything they can do like that, brag about, it really brings out
their culture, their proudness.” As will be demonstrated in the following sections, students
engaged in activities in which they were allowed to bring in their culture.
Research Question 2
How have teachers of middle school students in two counties in central Appalachia
utilized what their students bring into the classroom from their home cultures to facilitate
academic and engagement outcomes?
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Teacher participants revealed numerous ways in which they utilized their students’ funds
of knowledge to facilitate academic and engagement outcomes. After open and axial coding,
three main themes emerged to answer this question: 1) building connections between the student
and the content, 2) building relationships with students and families, and 3) using dark funds of
knowledge in the classroom.
Building Connections Between Student and Content. The teacher participants found
building connections between the student and the content a key element in facilitating academic
and engagement outcomes. One way the teachers did this was through specific lessons which
were designed to build these connections (Table 4).
Table 4: Participant FoK specific lessons, connections, and justifications
Participant
Mike

Lesson
“Another lessons I’ve always
done with 5th graders was how
native Americans used things in
their environment…they made
their tools and weapons and
things out of what was in their
environment.”

Connection
“A project I had them do was
the students had to use things
in their environment to make a
tool or something like that,
make an artifact from
something in their
environment.”

AM

“We did, in our 5th grade writing,
one of the assignments they had
to do was a recipe, how to write a
recipe.”

Kay

“When I taught geography”

“We used the Appalachiantype recipes. They went home,
they asked their parents or their
grandparents and they wrote an
old-timey recipe. We had
several, like chocolate gravy.
That’s typical of our culture, or
fried squirrel.”
“What I used to do was pull up
Google maps and we would
look at where they lived, their
hollers, their mountains, their
rivers, and compare it to where
other kids in Valley county
lived, and then we’d look
around the world”

Dee

“When we started the American
Revolution”
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“The Hamilton songs became a
daily thing…They started
doing almost like music videos
with them, geared towards
education”

Justification
“It gives students a
chance to bring a bit of
their home life into the
school…they will
always just naturally
bring a bit of their
culture in with them,
their perspectives.”
“They all laughed at the
different recipes and
talked about ‘Oh, my
mamaw makes that’, or
‘my uncle made that’.”

“This is like a one day
lesson that would
usually turn into a week
lesson because they
were so engaged and
interested…any time I
can I’m always trying
to make the
connections and let
them pull in stuff that
they’re interested in
from their culture, what
they like.”
“I try to figure out
what’s interesting to
them and incorporate it
somehow with social
studies.”

June

“I would post a quote every week
or a question…like ‘what’s your
why?’ or what makes you who
you are?’ or a Martin Luther King
quote.”

“That’s one thing the kids can
do if they get finished early
with something or during bus
duty time. They can respond to
that quote in the back.”

Jane

“I actually had gotten permission
from the director to write a unit
modeled after the SFA unit.”

“I could read a particular book
with that group of kids and the
book that I chose was really
something that the kids could
relate to.”

“They get to share part
of who they are but it’s
not tied to their
academic ability at all.
It’s just something
personal about them
that helps them feel
more connected in that
classroom.”
“It really sparked
discussion about things
and I have had kids that
opened up and shared
personal information
with the class…they
could relate to those
materials. It was
meaningful for them
and powerful for them.”

As can be seen in the table, not only did the participants intentionally use funds of
knowledge as part of their classrooms and lessons, they also noted the importance of building
those connections and allowing the students to bring in their own funds of knowledge. The
teacher participants used many different techniques and specific lessons to incorporate their
students’ funds of knowledge, from developing their own SFA units to using popular music to
teach about the American Revolution. They were able to describe numerous lessons in which
they used student interests. The teachers also commented profusely about how they saw it
connecting the students and the content, building connections in geography through finding the
students’ hollers on Google maps or with their own Appalachian heritage in writing a recipe.
Additionally, the participants provided justifications, usually of their own volition, for why they
chose to use this type of lesson and what differences they observed in their students when
exposed to this pedagogy. Overall, teachers found students were more engaged when they were
able to share parts of their culture or home lives in the classroom.
Student choice was another important aspect of building connections between the
students and content which the teacher participants brought up. On the surveys, most teachers
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noted they regularly allow students choice in their learning. Kay said, “I am big on student
choice.” She does National History Day projects with her students every year, in which they “get
to choose their topics and a lot of them will chose things that, cultural things that they haven’t
been exposed to.” Kay also used “compelling questions” as part of the new content standards in
social studies which allows “students to write their own questions…then they would narrow it
down and research one and present it to the class…I let them present it how they want to.” She
further commented, “They [the students] love that, but it’s hard to do.”
Jane did free writing with her students “where they can write about whatever they want
to, they can share what they’ve done at home last night and just different things.” June also used
student choice in “essay contests, so every other month [I] give them essay contests…they could
choose…what standpoint they want to take or where they want to come from or what they want
to write about.” AM used student choice in her recipe lesson (see table 4 above), and Dee used
student choice in how she presented an entire unit. She said, “There was one point where the
students were like ‘we’re so sick of PowerPoints’ and so I was like ‘Ok, how do you want to do
this?’ and they said, ‘let’s do something else’.” Dee then allowed the students to present a lesson
in their own way on an assigned topic. She said of student choice in this activity, “They seemed
to have a lot of fun with that and they got to do it in their own style.”
A third important aspect which emerged as part of the theme of building connections
between students and content was creating self-efficacy, where students take charge of their own
learning and have a strong belief in their ability to learn and succeed. Three of the participants
did this through striving to create real-world connections and teaching real world skills. Dee
encouraged self-efficacy through helping the students understand why topics matter to them. She
said, “I always try to connect it somehow to their personal lives…’well, you need to study this
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because…’ however it is they have a connection to social studies, I try to make sure that I bring
it in.” June also focused self-efficacy on real world connections. Her day one activity involves
the life skill of learning to address a letter. She said, “Kids don’t know where the address goes or
where the return address goes or where the stamp goes. So that’s lesson number one, life skill.”
Jane also encouraged self-efficacy through real world connections and skills, stating, “I try to tap
into what they care about and what’s interesting to them, still keeping the concepts and standards
I have to teach but making it real world to them.” The surveys also revealed that all participants
allowed students to be the expert on topics they have a lot of knowledge about, though the
frequency of these occurrences varied.
A second way the teacher participants encouraged self-efficacy was to give the students
more control in the classroom. Mike gave up control to encourage student self-efficacy when he
“helped them be teacher for the day. And sort of helped them develop… come up with a lesson
or a little presentation.” Kay also gave up control in her classroom to encourage her students to
take responsibility for their own education through “Socratic circles” where she said, “I present
the information and then I get them in a circle and then I’m not allowed to talk again, so it’s
completely student-driven and they just share whatever they want to share.” She commented,
“Sometimes teachers want to talk the whole lesson to have control. Don’t be afraid to lose
control, let them go back and forth a little bit.”
Building Relationships with Students and Families. Building relationships with
students and families was another theme which emerged as a way in which the participants
brought in the students’ funds of knowledge to facilitate academic and engagement outcomes.
The teacher participants did this in a couple of different ways. The first was to intentionally
create a classroom environment which was: 1) a place of acceptance and belonging, 2) had open
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communication and strong relationships between teacher and students, and 3) incorporated
knowledge of the students’ funds of knowledge. The second way was to develop positivity, not
only in the classroom, but also in communication with the students and their “people at home” as
June called it.
Creating a classroom environment in which students feel accepted was an area of
emphasis for several of the participants. Mike incorporated this into his classroom environment
because he believed “they bring their own opinion and everybody’s point of view has value and
merit, especially in a topic like government and economics where point of view is such a big part
of it, they bring value there, their perspectives.” Kay also touted in the importance of building a
community of acceptance and belonging, stating, “They [the students] tend to get more involved
in a lesson if they get to talk and share things, if they feel worthy.” June focused a lot on this idea
of belonging, commenting:
I think that anything that gets kids talking or gets them to feel like they belong or gets
them feeling like they have a voice, no matter what it is, that kind of hooks them in to
what you’re saying…if they feel comfortable…they feel like they belong and they have a
purpose.
Building communication and relationships with students was a second area of focus the
participants used to facilitate academic and engagement outcomes. Dee stated, “I always try to
do a discussion time with them, or they’re always more than welcome to come and talk to
me…I’ve been able to make several positive relationships with students.” Kay said, in
comparing middle school to high school, that “I’ve gotten more and more caring and loving each
year I’ve been at the middle school.” Every year, at the beginning of the school year, June sent
out surveys to parents about their students “so that we could already have that type of open
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communication.” While communication and relationships were underlying themes of most of the
discussions with the participants, Jane’s emphasis throughout her interview was on opening lines
of communication and building relationships with students. She had a classroom library where
“the kids can check those books out and it really gives me a jumping spot to talk to the kids
about books…it really opens the door…we have a conversation about it.” She also emphasized
this in her comment: “You really have to inspire who that child really is and nurture who that
child is and make a connection with that kid.”
A third important aspect of creating a classroom environment to facilitate academic and
engagement outcomes was to have knowledge of the students’ funds of knowledge. All survey
participants noted they had knowledge of their students’ personal lives and incorporated that
understanding into their lessons. Using the parent surveys, June found out some of her students’
funds of knowledge, their interests and hobbies, and their family background: “Based on those
interests and those things that they enjoy…I use those to try to pull resources that went along
with that.” In using Socratic circles, Kay saw that the students’ “own backgrounds for sure come
into that.” Jane did a student “interest inventory at the beginning of the year.” She also worked
with the technology teacher for the students to create PowerPoints about themselves which they
share during class. Further, Jane has the students complete personal narratives where they “talk
about things that they like to do, things that they are involved in.” She provided multiple
examples of times when she had incorporated student interest into her classroom, such as when
she had the students do an argumentative writing piece about fidget spinners: “I made up a big
controversial issue about that…I try to tap into what they care about” or when she learned about
skateboarding for a group of kids that was really into that so she could “open up a conversation
with them.” Dee also saw the importance of student knowledge when she said she tried “to loop
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all of my examples to connect them to the students” and asks start of the day questions such as
“just off the wall questions like ‘how many animals do you have?’, ‘what do you want to be
when you grow up?’, ‘what’s your favorite color?’, ‘what’s one interesting thing you want me to
know about you?’”
Positivity was another important aspect of facilitating academic and engagement
outcomes in the classroom which the participants noted. In discussing the importance of
communication with parents June, Jane, Dee, and AM all mentioned that they strive to maintain
positivity. AM remarked in calling parents that, “I always try to call at least two or three parents
a week for positive things.” Dee also commented on her encounters with positivity with parents,
stating, “I try to tell the parents, ‘well, your child really has a knack for this or that’ or ‘oh, she’s
a great artist! You need to keep up with this.” Jane used the “sandwich theory…positive, and
then a concern and ‘let’s work together on it, I really need your help’ kind of thing, and
positive,” stating, “It makes a difference.” June was the most enthusiastic about positivity with
parents, saying, “I make a challenge that I’m going to contact or call every parent within the first
week of school and have a positive conversation with everybody.” She also kept “a little sheet at
the front of my contact binder that has suggestions, like how to positively word ‘they need
improvement’. Additionally, June did daily positive notes. “Every day I write one positive note
home…I can make sure that everyone gets one sent home about something.” She found this was
helpful when she had to call home about something else and that “those things throughout the
year help with parent involvement.”
Using Dark Funds of Knowledge in the Classroom. A final theme which arose from
the coding which teachers used to facilitate academic and engagement outcomes was the use of
dark funds of knowledge in their lessons. While this was a controversial topic and not all
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participants agreed it would be helpful, some found it useful. Dee stated that they do reading
articles and she tries to “pick them that they might relate to. Like a kid suffering from
depression, they may read about that and learn all the different ways they can fight that and who
they can reach out to.” AM agreed, noting that they might attempt to bring dark funds of
knowledge into the classroom in a positive way such as a story about “somebody that had been
on drugs and went through hell and went through recovery and is doing well.” AM also
commented she “might use it as something to teach about but not directly call them out.” Jane
remarked that she might use dark funds of knowledge in teaching a certain story to her students,
to demonstrate to them that “not everyone is coming from a sunshiny-roses kind of place at
home.” She said she might do that with video clips that tie in to the lesson and then “give them
time to discuss it with their team and share out with their team.” Kay used a “graffiti activity,”
asking real-world questions that relate to the topic being studied, which might bring out
discussions of dark funds of knowledge, such as questions about Abraham Lincoln where “they
see how we’re still fighting race from our early history.”
Research Question 3
How do teachers of middle school students in two counties in central Appalachia
perceive the impact on student achievement and engagement when incorporating into their
lessons what their students bring into the classroom from their home culture?
The teacher participants saw improvement in their students’ academic achievement and
engagement levels when incorporating the students’ funds of knowledge into the classroom.
These improvements fell into three categories within the main theme of improvement. The
participants found academics and engagement improves when: 1) the teacher builds connections
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between the students and the content and 2) the teacher has parental involvement and builds
relationships within the classroom and with the parents.
Academic and Engagement Improvement. June stated, “I think the largest issue with
middle school in general is getting kids to buy in and getting kids to pay attention and want to
learn.” The teacher participants found that the more invested a student is in the content, the more
they achieve, both in academics and in engagement. All participants spoke of how bringing the
students’ funds of knowledge into the classroom improved academics and engagement.
Regarding academics, Mike noted the importance of building connections to the content
and the challenges if they are not there: “If a test or questions are asking them about experiences
that they might have had, their experience is limited.” The other participants saw benefits when
these connections are created. AM said when she gave her students an assignment on writing
about something that interested them, like how to deer hunt, their academics improved: “The
more they got into it, the better they did on it.” Additionally, she noted, “If they’re not interested
in it, they’re not going to try their best on it.” Kay agreed, stating when the students have input
into their topics for National History Day, bringing in their funds of knowledge, “I think they try
harder on everything.” Dee gave an assignment in which the students had to deliver the lesson on
a colony, allowing them to bring in their funds of knowledge. She found “the colony that each
kid had, they did amazing on it…and them feeling like they were in control of something helped
them learn it better.” Jane also observed how the students’ academics improved when bringing in
student funds of knowledge, remarking, “When I’m allowed to pick…things that they can relate
to, the kids, of course they do so much better on academics…they did better because they made a
connection.”
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Teacher participants also found student engagement improved when students were
encouraged to bring in their funds of knowledge. Kay found “it increases everything, their
willingness.” AM similarly stated, “If you’re teaching them something they are familiar with,
then they are more apt to stay on task, to try their best.” When asked if she saw a difference in
student engagement when she used books the students could connect to Jane said, “Yeah, a huge,
huge difference.” June also mentioned the importance of letting students use their funds of
knowledge within the classroom, stating, “I think that anything that gets kids talking or gets them
to feel like they…have a voice…that kind of hooks them in to what you’re saying.”
The teacher participants also saw building relationship with parents and students to have
an impact on improving academics and engagement. June focused on creating a community
within the classroom, commenting, “If they [the students] feel comfortable in the room and they
feel like they belong and they have a purpose, then it’s going to enhance their learning.” Jane
focused more on the students as individuals, mentioning numerous times the importance of
getting to know the students, “when you…can tap into them as individual kids and you can
appreciate that…you can really have great success with them, academically and otherwise.” Jane
also told the story of a student she had with a challenging home life and the struggles he brought
to school. She built a personal relationship with him, stating:
When I got to know him a little bit and really took an interest in him and was able to talk
to him, I would often pull him out of another teacher’s classroom for a few minutes
during my planning a couple times a week just to check in with him…he started working
harder. He would put for effort. He would try. He would ask questions. He started
participating more.
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Kay also found this to be true. When she allowed for student choice and funds of knowledge in
the classroom, she was able to build relationships with her students: “I think they trust me more,
I think they like me more that way, and makes them more willing.”
The teacher participants also saw parental involvement as a factor in improving students’
academics and engagement. Not only did the teachers strive to create positive relationships with
their parents (see above), they also noted the importance of having the parents involved in their
child’s education. Kay stated simply, “The kids that do the best have parent involvement” and
“the ones that have parental support are the ones that I can get to go the farthest.” June found this
as well, commenting on the benefit of students who have involved parents: “I have some parents
who have very high educational expectations for their children and that has been conveyed to
those kids since day one.” Besides having a positive influence on student achievement and
engagement, the participants also noticed the lack of parental involvement has a negative impact
on the students’ achievement and engagement. AM and Dee both noted that the most influential
negative impact on the classroom was “the family environment.” Kay and Jane concurred when
asked about the biggest impact on their classroom environment, with Kay stating it was “the lack
of parent support.” Jane continued, “It dominates, more than what we can do. It’s the major
factor” and that “we’ve got kids coming from homes that are not supportive. Education is not a
priority with their family and they just don’t know what they can do and that they can be
successful.”
Research Question 4
What reasons do teachers of middle school students in two counties in central Appalachia
give for using or not using what their students bring into the classroom from their home culture
in the classroom?
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The participant answers regarding this question fell into two main themes: why the
teachers chose to use the students’ funds of knowledge in their classrooms and what challenges
prevented the teachers from using the students’ funds of knowledge in their classroom. Within
these themes, the teachers discussed topics such as the importance of using FoK pedagogy
specifically at the middle school level and for students in challenging home situations, the
support they receive at the district level, practicality issues, parental involvement, and the
benefits and challenges of using dark FoK in the classroom.
Why Teachers Used FoK. One of the topics brought up by the teacher participants was
why middle school is a particularly valuable age to use FoK pedagogy in the classroom.
Characteristics of the middle school age was brought up by several of the participants. Kay said,
“I think middle school, they’re more impressionable than in high school so I think you need to
bring in their culture and let them talk about it and see the differences.” Jane agreed that “middle
school’s kind of that pivotal year for them, to help them…start thinking about not only an
appreciation for where they come from but also for who they are.” June also weighed in, stating,
“A lot of kids in middle school, they just don’t really know who they are and I guess they are
concerned with that too.” Dee thought it was “extremely important, especially in middle school
‘cause I think that’s when they’re trying to find their identity at first” and that “middle school
can determine how they are in high school and how they are for the rest of their lives.” Kay
found one of the reasons teachers can be so influential at the middle school age was because
“middle school teachers are much more involved in their students’ lives than high school
teachers.”
Another reason the participants mentioned regarding reasons they chose to use the theory
of funds of knowledge in the classroom was because they saw improvement in the outcomes. As
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noted above regarding question 3, all the participants saw improvement in either academics,
engagement, or both when allowing students to use their own funds of knowledge in the
classroom. Mike and Kay both noticed this and specifically mentioned it as a reason for using
FoK pedagogy. Kay said when she allowed students to choose their topics for National History
Day “they love it. I mean they’re all fired up about National History Day and their topics…in 7th
and 8th grade, it’s a choice but 95% of them choose to do it.” Mike noticed that when he allowed
students to choose whether or not to participate in a FoK activity “most of the time they get
really excited about it…so the kids that wanted to do it REALLY wanted to do it.” He
commented, “You got to win the kid over to it because I think a lot of times the parents come
because the kid’s been so excited about it.”
The participants also noticed that when they build connections between their students’
funds of knowledge and the content it improved the outcome. Several of them noted this as a
reason they chose to use funds of knowledge as part of their lessons. Mike said, “Kids
understand it better coming from other kids. Sometimes the kids can put it in more relatable
terms than I can. Sometimes it goes well, that’s an added benefit of that.” AM also found these
connections as important, stating:
I think it’s more important to take time out to teach the cultural things that, like I said,
interest them, something that can draw them, versus getting up and saying ‘Ok, this is in
the curriculum, I’ve got to teach this.’ That doesn’t draw them, help them become
involved in the class or with their classmates or home lives.
Dee found this to be true too. When asked why she felt lessons incorporating/acknowledging
FoK pedagogy had the effect they did on the students, she said, “I think it’s just that connection.
I think it’s something that they can recognize or understand.”
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Most of the participants found the students who greatly benefited from the teacher using
FoK pedagogy in the classroom were the students with the more challenging home lives. Dee
summed this up with “most of the problem comes from that broken home life.” June found this
to be true as well, commenting, “We’ve got kids that are coming from homes that are not
supportive. Education is not a priority with their family and they just don’t know what they can
do and that they can be successful.” Kay stated that these students “come to school for different
needs,” mentioning a specific student who needed his basic needs met at school: “He would
come and…he would smell so bad, we would have to send him to get new underwear first
thing…first he had to be accepted so we had to send him to meet the need.” Jane agreed, finding
“there are some that the classroom is a safe haven for them and they’re there to learn and they
want to,” and that:
Some of them are dealing with so many things that when they come to school it’s a place
for them to vent those things. So you have to get past all of that and you really have to
inspire who that child really is and nurture who that child is and make a connection with
that kid to help them see their own potential and to see that they can really do something
good with their life.
Jane accomplished this through personal connections with the students. Referring to one specific
student who she built that personal connection with she said, “His confidence was being lifted up
to where he would at least try.” Mike also observed the importance of using the students’ FoK in
the classroom for students with challenging home lives, stating:
I think it’s important because these kids that are in these situations like this, school is
their only way out. Ultimately, really, as far as cultural cycles, if the school system is
making more informed decisions about that, that’s more kids breaking the cycle. Maybe
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even Appalachian culture, they can change the definition from this kind of impoverished
isolation to something greater.
Another reason the teacher participants perceived for why they chose to use FoK
pedagogy in the classroom was the level of support. Five of the six teachers interviewed said
their administration, at either the school or district level, was supportive of teachers using FoK
pedagogy in their classrooms. This made using FoK pedagogy not only possible but encouraged
by administrators. AM said, “Our principal and vice principal are awesome. They support
freedom, as long as you are engaging the students with what they’re supposed to be taught.” She
also noted that in general, “As a whole district, we have to be kind of on board with each other. If
you’re not working for each other, you’re working against each other.” Kay agreed, stating that
her administrators “have been very, very supportive.” June said her principal would “not only
agree with whatever I would suggest, she would support it…our district in general is very
supportive of new, innovative things.” Jane also found her administration to be supportive in
general, commenting, “The district level…is very supportive in getting whatever training, PD we
need” and that at the school level “I really have a lot of flexibility.” Mike agreed that the district
was supportive of using FoK pedagogy, saying, “They’d be very supportive about that especially
if it was…planned. There’s a lot of professional development that’s been offered…. that would
promote things like student choice.” Dee was the only teacher participant who had some
reservations about gaining support from her administration, though she did say that “I’m a fairly
new teacher so I’ve not really asked for a lot.”
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What Challenges Prevent Using FoK. The teacher participants observed challenges
which they associated with reasons they do not use FoK pedagogy as often as they might like.
The three main categories into which these fell were: 1) lack of parental involvement, 2)
practicality, and 3) dark funds of knowledge.
Parental involvement proved to be a challenge which the participants felt worked against
using FoK pedagogy effectively in the classroom. Though all the teachers noted that they try to
keep contact with the parents and keep them involved, each one also commented on the
challenges with getting parents involved in their students’ education, more than just behaviorally.
AM believed it to be due to the safety issues, stating, “That gets more difficult as time goes on
because of safety issues…it’s usually not much participation.” She also saw challenges due to
many students at her school being raised by grandparents: “There’s a lot of grandparents raising
kids and…they’re not able to come out and participate…as far as going and volunteering…they
didn’t do stuff like that and so they don’t really understand you need to do that.” Jane remarked,
“We do so much for our kids, from providing clothing to medical…but nothing can replace that
parent support and that home environment and what those kids get from home.” She also noted,
“In middle school, I’ll probably have a handful of parents that like to be involved…I know
others that we struggle with even getting them to come and pick up the phone…for parents that
don’t really care, it’s a struggle.” Dee said, “I had a hundred and sixty-something kids and I only
had about 30 parents that were involved at all.” She further said, “A lot of them just don’t care…
even if they [the students] want their parents to come, they know that their parents aren’t going
to come anyway.”
When asked what supports would be most useful from parents, AM, Kay, Dee, June, and
Jane all had similar comments.
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•

AM: “Make their kids do their homework”

•

Kay: “Make sure that projects are completed at home”

•

Dee: “I can’t get parents to make their students do it [homework]”

•

June: “Simply encouraging their child to complete assignments with fidelity and
reflecting a positive view of education speaks volumes”

•

Jane: “Making school and their work-whatever the child has to do at homenumber one priority.”

Jane also said a big help from parents would be “letting us know as teachers if their child
needs help with something.” June, however, stated the reason why this affects teachers using
FoK pedagogy in the classroom most clearly when she said, “If it was something that I would
have needed parents to help with or just the idea of kids bringing in things…that probably
prevents me in general from being able to do a lot of outside stuff like that.”
The teacher participants were concerned with the lack of parental involvement,
specifically at the middle school level, making using FoK pedagogy much more important during
those ages. All the participants noticed this change at the middle school level specifically. Mike
noted that the students at this age wanted “independence,” that they “don’t want their parents to
come around…embarrassed for whatever reason,” and that parent involvement is “probably
something that happens a little less frequently 5th grade and up.” June agreed, stating, “They
want to be around their friends and they want that freedom” and that “there’s that stigma too,
from the students in middle school. They’re getting to that age where they don’t want their
parents at the school all the time.” June and Jane both commented, “It’s the age.” June also
remarked, in contemplating the reasons why parental involvement is so scarce at the middle
school level compared with that in the elementary school level, parents are asked to participate at
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school in things that are non-academic, while “in middle school…we’re either asking them to
bring in something or we’re asking them to participate in some way with their child’s education.”
AM noticed this too, saying, “You’ve got a lot of parent participation in the younger grades but
as they get older, they kind of slip by the wayside.” Dee mentioned lack of parental involvement
at the middle school age as well, commenting, “Once kids reach about the age of ten, parents feel
that they can take care of themselves…the parents feel like it’s not needed.”
The challenges of practicality were a thoroughly discussed topic during both the
interviews and the focus groups. These challenges can be grouped specifically into two
categories: 1) time and 2) supports. Both provided significant barriers for the teacher participants
in their desire to implement funds of knowledge pedagogy into their lessons.
One topic mentioned frequently by the participants was the issue of time, not only in the
curriculum but also in their schedules for planning time or class time. Dee found issues with her
busy planning time, stating, “I spend hours at home preparing my lesson cause I don’t have time
to do it during planning. I don’t even worry about doing lessons during planning cause I’m doing
so many other things during planning.” She felt more aids would assist her with this because “I
spend most of my time printing or stapling or cutting.” She also observed barriers arising from
her schedule, in which she sees her students on a four-week alternating schedule. She said, “My
students forget everything that they’ve learned in the four weeks. We have to use another week
to catch up on what we didn’t get finished or review what we went over.” June also found
barriers due to her planning time, stating, “If I had more time to plan, I feel like I would do a lot
more hands-on things and fun activities.”
Lack of time due to the strict curriculum and testing requirements was the most
significant barrier the teachers discussed. Mike stated, “With 5th and 8th grade [social studies] it’s
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wall-to-wall content and it’s really all you can do to get the content in.” AM echoed, saying,
“You want to make a lesson two or three days, but in reality it’s only going to be one day
because you’ve got to move on to something else.” Kay agreed as well, commenting, “The
curriculum’s not, it’s a big challenge with the curriculum cause I have to teach the content.” Jane
spent time discussing the SFA program and its stringent limitations, saying, “It really limits the
scope of what I can really do…it allows you no flexibility in the program for you to do what you
know would really benefit the kids.” The teachers also lamented the testing requirements. Kay
said, “I hate to put it this way, but I have to teach a test.” Mike also mentioned the testing
challenges, stating, “If your subject’s not assessed at a particular grade level, you’ve got time for
more flexibility.” Jane felt constricted by the testing requirements as well, remarking, “I’m tied
to teaching what’s going to be on the test, there’s not time to do those extra things that really gets
the kids involved and takes off with their interests…it’s very limiting.”
The second barrier in practicality was supports. Though most of the participants
identified their administration as supportive of teachers using FoK pedagogy, they did find some
supports lacking. The first of these which the teachers felt would be helpful was smaller class
sizes. Dee mentioned she had “very large classes” and that “it’s hard to get to know 168 kids in
that amount of time…especially when your classroom is jam-packed with 30 students.” Mike
agreed it could be a barrier, stating, “You’ve got smaller groups of kids that you would be able to
work individually with each kid…that takes a lot of one-on-one time that you’ve got to have
available.” AM and Dee both mentioned more aids would be helpful in implementing FoK
pedagogy. Dee explained:
Sometimes it’s hard because when I’m standing at a desk talking to student A and
praising them, students X and Y are over there getting in a fist fight behind me. So it’s
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just like you need more eyes in a classroom or a smaller classroom so I think that the kids
could just use more attention.
AM agreed, stating, “I think every teacher should have an aid.”
Another aspect of supports teachers mentioned was more resources. Jane mentioned she
would like to incorporate “more technology that the students man,” as well as “getting more
materials and resources or just having access to internet resources too would be a huge help.”
Dee mentioned this as well, stating, “We get access to materials that I never even touch because I
don’t find them useful” and “I think that the nicest thing our school could do would be to maybe
give us a Teachers Pay Teachers fund.” AM concurred, commenting many of the resources
provided are “old, outdated.”
A final barrier to implementing FoK pedagogy which the teacher participants perceived
was the dark funds of knowledge. While acknowledging they might be used in a beneficial way,
most were dubious of their practicality in the classroom. Mike remarked, “I would watch out for
certain topics, especially with younger students. I think older kids have learned at some point to
be kind of discrete about things in school.” Jane agreed stating, “I think you have to be careful
with what is said in front of the class.” June also noted, “I think those types of conversations can
take a very negative turn quickly, so we have to be careful.” In addition to the perceived dangers
the participants also noted the challenges they felt they face on a personal level, in that they do
not feel prepared to deal with those topics. Kay said, “I don’t really feel equipped a lot of times
to deal with that side of it. I’m afraid of doing more harm sometimes.” AM stated, “They don’t
teach us how to do it, but we do it anyway,” also commenting, “We’re both teacher and
counselor.” Dee agreed, noting, “We’re probably not qualified but we do it anyway.” Dee also
mentioned, “I feel like my school’s not very supportive of that stuff. They would prefer us not to
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talk to our students about stuff like that at all and just refer them to a counselor.” When asked if
more supports from the administration would be helpful, there was a mixed response. Dee and
AM both agreed it might not be very helpful, with Dee saying, “I don’t think a professional
development class would prepare you for it,” and AM remarking, “It’s kind of like you have to
experience it.” In contrast, Jane commented, “I think getting teachers more equipped, more
educated themselves, more trained, on how to approach some things and deal with some things
would really be beneficial.”
Summary of Results
This study yielded rich data regarding teacher perceptions of the theory of funds of
knowledge and how they work within the classroom. Data collected in this research study
provided a clear picture of the funds of knowledge students in Appalachia bring to the classroom
to address research question one. The teacher participants in this study articulated their students’
funds of knowledge as comprising two main categories: perceptions of education and general
cultural identities. In perceptions of education, teachers commented on how the students’ home
lives greatly impacted their perceptions of education, citing challenges such as lack of a standard
family unit, family members in jail or on drugs, and many students living in poverty, causing
education to not be the family’s priority. However, teachers also saw strong family bonds, better
work ethic in some students, and a sense of discovery and appreciation of new experiences. The
teacher participants also observed general cultural identities of students, including isolation and
cultural pride, but also hunting, farming, and patriotism.
Regarding the second research questions, the teacher participants in this study
demonstrated a strong commitment to bringing those students’ funds of knowledge into the
classroom in a positive, beneficial manner through building relationships with the students,
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finding connections between the students and the content, and even using the students’ darker
funds of knowledge in a positive manner. Participants found carefully establishing classroom
environments around community gave their students a sense of belonging and acceptance,
allowed open lines of communication between students, families, and teachers, and provided a
safe space for students to open up about their knowledge, backgrounds, and interests. The
teachers also mentioned the importance of positivity with parent communication in bringing in
students’ funds of knowledge, as well as a most important element of building connections
between students and the content. The teachers provided specific examples of ways in which
they used specific lessons to create a connection between the students and the content. The
participants also allowed student choice in content, presentations, and individual topics for
projects. Additionally, the teachers developed self-efficacy in their students, allowing and
encouraging them to take responsibility of their own education. Finally, the teachers provided
examples of ways in which they might use the students’ dark funds of knowledge to bring about
a positive conversation or result in their classrooms.
When asked to examine how they perceived the impact a funds of knowledge-based
pedagogy had on student achievement and engagement, the participants saw positive results.
They found the best results came when three conditions were met. First, when the teachers built
connections between the students and the content, it yielded positive results. Second, the
participants saw a positive impact when parents were involved and invested in their student’s
education, and so the teachers strove to build relationships with the parents. Third, success in
academics and engagement was achieved when the teachers built personal relationships with the
students, either individually or as a class.
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The teacher participants were also asked to examine the reasons why they might choose
to use the theory of funds of knowledge in the classroom, as well as to discuss the barriers they
come against when attempting to implement it. The teachers provided numerous reasons for why
they chose to use it, including the importance for the middle school age specifically, the
improvement of academic and engagement outcomes, how it benefits students with challenging
home situations in particular, and that the teachers felt they had support from their administration
for this type of pedagogy. However, the participants also noted several barriers to implementing
funds of knowledge pedagogy in their classrooms. They cited challenges like the lack of parental
involvement and worry about bringing in the dark funds of knowledge. They also spent much
time discussing the practicality of using this pedagogy, including lack of time in their schedule
for planning and preparing, lack of appropriate and engaging resources, and most particularly,
the lack of time in the curriculum. Though most participants in this study mentioned they would
like to incorporate more funds of knowledge pedagogy in their classes, the teachers felt tied to
the curriculum and teaching to prepare students for testing.
Overall, through surveys, interviews, and focus groups, I was able to gain a clear picture
of middle school teachers’ perceptions of students’ funds of knowledge in two county public
school systems in the central Appalachian region. The teacher participants brought important
perspectives to the use of FoK in central Appalachia. They addressed all the tenants of the
theory of FoK, that FoK pedagogy must: 1) be real-world, 2) be student-centered, 3) consider
multiple sources, and 4) build trust and dialogue. In their interviews, participants also spoke to
the challenges and realities of using this type of FoK pedagogy, specifically in the central
Appalachian area, which was a significant gap in the research. The participants in this research
study further provided insights into all aspects of the research questions for this study, including
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definitions, uses, benefits, and reasons. Through these responses and data analysis, I felt able to
adequately answer all four of my research questions.
In this chapter, the findings of the research study were described according to how
participants responded to the survey questions, questions on their individual interviews, and
questions and comments in the focus group sessions. The responses were categorized according
to theme and research question relevance. Through the discussion in the next chapter, I will
examine how this data answers the research gaps mentioned in chapter 1, addresses practical
implications for pedagogy in central Appalachia, and advises further research.
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Chapter V: Discussion of the Study
This research study yielded valuable data for teachers in the Appalachian area seeking to
improve their pedagogy through using funds of knowledge ideas. When examining the prior
research, many parallels can be seen, along with some research which addresses the gaps in the
prior research and suggests further research topics. During the discussion, I will address how my
research supports and furthers research into the theory of funds of knowledge, the ways in which
it speaks to teachers in the central Appalachian region specifically, and how it addresses some of
the research gaps relayed at the end of chapter two.
Discussion
Through this research, I was able to discover what the participants perceived were the
funds of knowledge of the students in this area, giving insight into the first research gap noted in
chapter two of the realities of Appalachian students’ funds of knowledge, in this study, examined
as perceived by teachers in the area. Because the teachers who participated in this study were
originally from the central Appalachian area and most had never left, even for college, they
demonstrated a clear conception of the realities of the region, not seeming to lean too far toward
dangers of positive stereotyping, idealizing both the “rural trope” as Azano and Stewart (2016)
put it and “kin” (Keefe, 1988). However, the teachers did cite numerous instances of students
from challenging home situations having more trouble in school and their classes, both
academically and behaviorally, though most said engagement did not seem to be related. While
this seemed to uphold the negative stereotypes warned against by Winter (2013) and Azano and
Stewart (2016), it did not appear to lead to deficit thinking in the participants. None of them
mentioned the need to improve them or help the students overcome their home situations with
superior knowledge or to teach them to function in middle-class society (Payne, 1995). In fact, in
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the interviews and focus groups the participants’ main concern seemed to be not to help them
overcome their backgrounds and home lives, but to provide their students with what they needed
in order to achieve, whether that was clean clothes or a person who cared about them.
More than upholding negative stereotypes, these results demonstrate a familiarity with
the realities of these students’ situations and a sensitivity to help them in the most appropriate
manner possible. The teachers also observed some general cultural aspects common among their
students, i.e. specific funds of knowledge the students brought in, such as hunting, farming, or
cultural pride. However, several of the teachers struggled to even find commonalities. The focus
was much more on the individualities of each student or class than on common characteristics
between all students in the region, such as when Jane mentioned she had a group of students who
were really into skateboarding. This falls right in line with what Moll (1992) noted about the
theory of funds of knowledge and how it differs from other forms of culturally conscious
pedagogy: “the social, economic, and productive activities of people in a local region, not
‘culture’ in its broader anthropological sense” (p. 139). Moll chose to examine students’ funds of
knowledge as individuals, not culture, just as the teacher participants did. Skateboarding cannot
be said to be characteristic of the Appalachian area, but Jane was able to build connections
between herself and the students because she viewed the students through the funds of
knowledge perspective of students as individuals, rather than a general “culture.”
Another aspect of the characteristics of Appalachian students which the teacher
participants noticed was the relationship between family influences and perceptions of education.
As Wallace and Diekroger (2000) and Nafziger (1971) noted, family played an important role in
determining how students viewed education. Each participant in this research study mentioned
the importance of family characteristics and how they influenced how the child viewed their
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education. In the event of a non-standard family unit, student perceptions of education often
seemed to be negative or, at the very least, not prioritized. However, when strong family
structures and bonds were present, the teacher participants perceived in their students a more
positive view of education.
Besides the specific characteristics of the funds of knowledge the students brought into
their classrooms, the participants also provided insight into the realities of using the theory of
funds of knowledge. Even though none of the teachers had heard the term, all the participants in
this study had examples of times they had used funds of knowledge pedagogy in their
classrooms. They used real-world applications and strove to help the students make connections
between what they already knew and what they needed to learn (Andrews & Yee, 2006). The
teachers also made certain funds of knowledge-based lessons student-centered, allowing for
student choice (Moll et al., 1992). The participants acknowledged the different sources from
which students gleaned funds of knowledge, such as home, community culture, or peers (Barton
& Tan, 2009). Additionally, the teachers had made attempts, though with little success, to open
dialogues with the students as well as with their parents regarding not only behavioral issues, but
also educational topics in order to create trust and make learning a social activity (Cammarota &
Romero, 2014). The teachers also used the dark funds of knowledge on occasion as part of their
lessons in order to turn the more challenging aspects of students’ lives to benefit the students’
education (Rodriguez, 2013). All these topics are foundational to funds of knowledge pedagogy,
and even teachers who had never heard the term found them to be beneficial enough to
intentionally implement into their pedagogy and were able to articulate the reasons why.
Because all the teacher participants used some form of funds of knowledge pedagogy in
their classes, they were able to discuss the impacts they saw it had on their students’ academics
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and engagement. Without exception, all said they saw advantages for students’ academics and
engagement. When they build connections between the students’ funds of knowledge and the
new content in the curriculum, the teachers saw increased engagement and understanding. When
they allowed student choice and developed self-efficacy, the students became significantly more
engaged in the learning process. This result addresses a second research gap mentioned in
chapter two regarding the lack of research demonstrating the actual success of culturally
conscious education in the Appalachian region. Moll (1992) and others suggested the
transformative nature of using funds of knowledge pedagogy, but little research has been
completed regarding its success in the Appalachian region. While this research cannot address
the long-term effects for this type of education, when the results are examined, it becomes clear
that teachers who use culturally conscious pedagogy in Appalachian schools perceive significant
benefits to their students’ academic and engagement goals.
What I found most interesting from the research results concerned the reasons why
teachers in central Appalachia chose to use funds of knowledge pedagogy and what barriers to its
implementation they perceive. The teacher participants chose to use FoK pedagogy for numerous
reasons, the most obvious of these being the positive effects they perceived in academics and
engagement, but they also saw increased benefits for certain populations—those of middle
school students and those of low-income students with challenging home situations. The teachers
also felt free to use this type of pedagogy because of the support they received from their
administrations.
The participants also observed barriers to the implementation of FoK pedagogy. The
most prevalently mentioned challenge was curriculum and testing. The teachers stated again and
again how constricted and restricted they felt due to the demands of the state curriculum they had
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to cover during the school year in order to prepare their students for state-mandated or highstakes assessments. The participants also mentioned other barriers to implementing FoK
pedagogy in their teaching practices including lack of professional development, aids, planning
time, resources, and small class sizes as other barriers to practicality, but the one topic they most
often cited was the curriculum challenge. It was noted several times that were it not for the
curriculum requirements the teachers would do more or spend more time on a certain lesson of
interest to the students. While they acknowledged that they try to work within the curriculum to
include topics of student interest and funds of knowledge, the scope of the curriculum’s control
over their pedagogical choices seemed overpowering to them, leaving them with little freedom to
work within its strictures. Though practicality was mentioned in prior research, it was mostly due
to the logistics of transforming a classroom and planning the lessons (González et al., 2005).
What prior researchers failed to uncover was the curriculum issue which seemed to cause more
concern for the teacher participants than did anything else. The teacher participants felt this was
not the fault of the school or district administration, with almost all noting administrative
support. However, though the teachers believed the administration at both the school and district
levels were supportive of this type of pedagogy and understood the benefits to the students, they
still felt bound to the curriculum to the degree that they felt it prevented them from fully utilizing
the benefits of FoK pedagogy, worrying about getting through all the content and feeling that
preparing the students for state mandated tests was the most important objective.
A final point of discussion regarding the results of the data collected in the research is a
third research gap, which the current study addresses. There is little evidence in the prior
research that any concern has been shown for one of the most troubled regions of the country—
central Appalachia. This research examined the theory of funds of knowledge through the lens of
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teachers who have lived and taught in the central Appalachian region for most, if not all, of their
careers. Therefore, these participants were able to provide a clear picture of their perceptions of
the use and benefits of funds of knowledge pedagogy in an average central Appalachian public
school system.
Implications for Practice
The stated significance of this study was to build a better understanding of the importance
of using funds of knowledge pedagogy in middle school grades in central Appalachia. Ideally,
once teachers understand the characteristics of the population and the benefits to the population,
teachers will strive to intentionally incorporate this type of pedagogy into their classrooms. After
examining the data and results, I believe this study reveals answers to the initially stated
significance of the study and more.
The results provided teacher perceptions of the general aspects of the central Appalachian
middle school population, such as a large percentage of students coming from low-income
situations or difficult home lives, having negative perceptions of education, or cultural pride.
However, the study also revealed another important conclusion. When seeking common
characteristics between central Appalachian middle school students, the teacher participants
found there really aren’t any. As Moll (1992) reminds teachers, the theory of funds of knowledge
is not about culture but about individuals. Any teacher wishing to use funds of knowledge
pedagogy should be aware of the fact that they need to look at individual students, not groups.
While some generalizations can be made, the best results come from knowing each student’s
background, home life, and interests singularly. In this way, the teacher can effectively build a
relationship with the student and connections between the student and the academic content.
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Teachers also need to be aware that funds of knowledge pedagogy is particularly
beneficial to three specific groups in this study: middle school students, low-income students,
and central Appalachian students. Funds of knowledge pedagogy validates student identity and
builds relationships and trust between the students and teacher, which is particularly important:
1) at the middle school age, where students are starting to discover their identities, 2) for lowincome students who may feel distrustful of education and/or defeated, and 3) for central
Appalachian students who may have a strong sense of identity coming from their culture or
family but may feel invalidated due to inherent inequalities in the curriculum.
Teachers also need tools in order to build their funds of knowledge pedagogy. This may
come from administration, other teachers, or professional development. Teachers need to be
given ideas and examples, as this research provides, as well as suggestions for going through the
process and navigating challenges. Many of the barriers to incorporating funds of knowledge
pedagogy is out of the teachers’ and even the administration’s hands. Lack of funding does not
allow for “every teacher should have an aid” as AM mentioned, nor is it able to provide smaller
class sizes or sometimes all the resources teachers might need. The students’ home situations are
also completely out of the teachers’ control and curriculum guidelines and testing are set at the
state level and are mostly unchangeable as well. However, there are ways teachers committed to
using funds of knowledge pedagogy can implement it in a reasonable fashion, despite all the
challenges. For practical implications, I have generated a checklist based upon both the prior
research connected with culturally conscious pedagogy and my own research from this study.
Teachers who are desiring to implement FoK pedagogy can use it to assess their priorities at the
beginning of the school year after they have met their students, as well as use it to plan new units
with intentionality and attention to FoK pedagogy:
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As you start your school year, answer these questions:
1. Are the basic needs of my students being met?
2. What can I do to make sure these basic needs are being met to enable education
to take place?
3. Am I focusing on individual student characteristics or am I looking for patterns
of behavior or cultural similarities?
4. What can I do this year to help change the way my students and their parents
view education?
When planning a new unit answer these questions:
1. How can I make this real-world for the students?
2. What can I do to make this student-centered?
3. What might the students bring into the classroom from their home cultures?
4. How can I use these funds of knowledge to encourage student self-efficacy?
5. What might make it exciting for the students?
6. What might make it relevant to the parents or people at home?
7. How can I communicate these experiences to the people at home in a way they
will care about?
8. What supports will I need from the administration?
9. What resources will I need?
10. What types of dark funds of knowledge might arise and how might I handle
them?
11. How can I validate the students’ funds of knowledge and build trust?
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12. What parts of the curriculum can I teach through this unit?
13. How much time can I reasonably take for this unit in order to maximize
curriculum coverage and maximize funds of knowledge benefit to the students?

Recommendations for Further Research
While much useful information was gleaned through this research, the study of teacher
perspectives of funds of knowledge pedagogy in central Appalachian middle schools opens the
door to a wealth of further research topics. These future research topics fall into three categories.
The first are new questions arising from this initial research which further study would benefit.
The second category is what could be gleaned from a larger sample, including other districts in
the region as well. The third category of further research is what could be learned by a similar
study completed with a different population of students.
In the first further research category, I looked at what topics arose from this research
study that need to be examined more in-depth. I found three of these which would be beneficial
to educators in the region seeking to use funds of knowledge pedagogy. The first important topic
brought up by the participants was parental involvement. All the teacher participants saw this as
a major obstacle in student success and in the teachers themselves implementing funds of
knowledge pedagogy, but little was learned about what techniques might actually work to
increase parental involvement in the central Appalachian area. Cammarota and Romero (2014)
conducted a study resulting in the creation of an entire successful program dedicated to
increasing parental involvement and changing the perspectives of education in Latino
communities using the lens of social justice. However, the Appalachian population has different
characteristics and so research specific to this topic in this region would be beneficial. A second
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area for further research which may be helpful to educators in this region is examining methods
teachers can use to overcome the strict curriculum guidelines they feel are hampering their
ability to provide valuable educational opportunities for their students. Teachers would benefit
from resources and ideas they can use to work within a system they cannot change. A
compilation of ideas, lessons, and resources may be immensely valuable to educators. A final
further research topic which surfaced through this study was student perspectives of funds of
knowledge pedagogy. While teacher perspectives are essential to understanding the benefits of
funds of knowledge education, understanding the student perspectives may be even more
important.
The second area of further research was regarding conducting this study using a larger
sample and/or other districts in the same area. A topic which may be beneficial for study is
examining the impact of teachers or districts who systematically and intentionally implement
funds of knowledge pedagogy, as well as the long-term effects of this type of education on the
students and the community. While in this study, I spoke with several teachers who regularly
implemented numerous ideas of funds of knowledge pedagogy, none did it in an intentional and
systematic manner and I was not able to expand my research to examine the long-term effects of
this type of pedagogy. They just used it in the idea of, “But that’s just good teaching,” as
Ladson-Billings (1995a) wrote. Expanding the research to a larger sample size or other districts
may also glean valuable information regarding school systems or teachers who have overcome
the barriers to implementing funds of knowledge pedagogy which the participants in this study
identified.
A final area of further research is examining what could be learned if this study were
conducted in a different geographic region, or even with a private school in the same region, to
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determine the level of impact the general economic depression of the area has on the use of FoK
pedagogy and student achievement. A comparative study between central Appalachia and an
area with less economic depression could answer the question, “Do teachers in a less depressed
economic environment find, when they do use FoK pedagogy, that it is as effective as it is in an
area with a depressed economy?” Additionally, the teacher participants in this area found a lack
of resources and parental involvement caused challenges to implementing FoK pedagogy. In
conducting a similar research study in a different area, a further question may be answered, “Are
teachers who have more resources and/or parental involvement able to use funds of knowledge
pedagogy more or less effectively?”
As discussed in chapters 1 and 2, the state of education in the central Appalachian area
specifically is cause for concern. Many suppositions have been made as to the cause, from
economic depression, fatalism, and negative stereotyping, to school consolidation, standardized
curriculum, and negative perceptions of education coming from families. The challenges
associated with educational achievement can seem so insurmountable many teachers leave the
profession altogether. However, as the data from the teacher participants demonstrates, teachers
can overcome these challenges, not by assuming the students need to overcome their culture and
background, but by the teachers overcoming the expectations of typical education, not ignoring
the requirements, but going beyond. For these teacher participants, the most success came not
through the standardized curriculum, teaching for the test, and all the other trappings of public
education, but through tapping into what the students care about, helping the students make
connections to the content, and building a relationship of respect and trust between the students
and teacher, all using FoK pedagogy.
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Conclusions of the Study
Overall, in this research study I found several important aspects of teacher perceptions of
funds of knowledge pedagogy. These insights may be beneficial to any educator in central
Appalachia seeking to improve student achievement and engagement through funds of
knowledge-based pedagogy. First, I found that while the participants found some similarities
between students’ interests and family lives, teachers were most effective when examining a
student on an individual level, not as part of a group or culture. This can be seen in the research
by the teacher participants’ individualized lesson plans which made specific connections to
individual student interests. Second, I found teachers I interviewed in the central Appalachian
area have a wealth of funds of knowledge techniques on which to draw, both individually and
collectively. Additionally, though none of the participants had ever heard the term ‘funds of
knowledge’, all of them recognized the importance of implementing some aspects of it in their
classrooms to encourage student achievement. Third, I discovered that the teacher participants
realized how much of a positive impact this type of pedagogy can have on student engagement,
achievement, and self-efficacy. Fourth, I found the participants in this area understand the impact
funds of knowledge-based pedagogy has on the population and why it has such an impact on the
specific population they teach. The teachers also revealed barriers and felt these challenges to be
out of their control and to a degree, insurmountable. Regardless of these challenges, the teacher
participants strove to work within the limits of the system to provide the best educational
experiences they could for their students, using philosophies at the heart of the funds of
knowledge theory, in order to not only help the students achieve in their academics and selfefficacy, but also to build trust and validation between themselves, the students, and their
families.
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Appendix A
Maps of Appalachian Sub Regions
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The Appalachian Region (Appalachian Regional Commission, n.d.-b)
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Appalachian Region Subregions Categorizations PARC 1964-2005 (Pollard, 2005)
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Pollard’s Preferred Alternative Subregion Classification (Pollard, 2005)
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Current Categorization of Appalachian Subregions (Appalachian Regional Commission, n.d.-d)
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Appendix B
Maps of Appalachia’s Changing Landscape
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Figure 1: Persons per square mile in Appalachia, 2011-2015 (Pollard, 2015b)
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Figure 2: Counties of persistent growth and decline in Appalachia, 1950-2000 trends
(Pollard, 2005b)
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Figure 3: Population change in Appalachia, 2000-2010 (Appalachian regional
commission, n.d.-e)
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Appendix C
Consent Form
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Appendix D
Survey
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Teacher Perspectives of Students’ Culture in the Classroom

Consent (see attached form-will be part of Qualtrics survey)
Grade Level:
Subject:
Gender:
Age:
Years of Experience:
Years at current school:
Years teaching middle school:
Where are you from:
Highest level of education:
-If you agreed to participate in the interview and focus group please provide your contact
information below:
Name:
Phone:
Email:
District:
School:

Section 1- Chose between: never occasionally sometimes often always
1. How often do you
a. provide students the opportunity to choose their own topic for an assignment
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b. have conversations with parents not regarding student grades or behavior
c. bring in guest speakers from the community
d. make connections to community or cultural events within your lessons
e. take students on field trips into the community regarding local cultural activities
f. ask students to utilize personal knowledge of a topic in your lessons
g. ask students to share personal knowledge of a topic in your lessons
h. discuss students’ home lives with them as part of the lesson
i. incorporate students’ home culture and knowledge into the lessons
j. encourage students to make changes in their community or personal lives as a
continuation of the lesson
k. provide students with opportunities to be the “expert” on topics they have a lot of
knowledge about

Section 2- Choose between
Completely agree
Agree
Somewhat agree
Somewhat disagree
Disagree
Completely disagree
2. To what extent do you agree with these statements?
a. I enjoy teaching because I feel like I can help my students succeed in the world
outside of Appalachia as adults
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b. As an educator, I would like to see my students stay in the Appalachian area when
they grow up.
c. The home lives students come from cause them problems in the classroom
d. School helps students overcome their backgrounds and home lives in order to
succeed as adults
e. I learn a lot about students’ home lives and use this information as I plan my lessons
f. I learn about topics I don’t know much about from my students
Completely agree
g. My students have input into how they learn about the curriculum topics
h. Students’ home lives provide learning opportunities in my classroom
i. Students’ home lives provide learning opportunities in my classroom
j. My students tell me a lot about their interests and hobbies outside of school
k. Students with challenging home lives struggle academically in my class.
Completely disagree
l. Students with challenging home lives struggle behaviorally in my class
m. I notice students with challenging home lives dislike my class more than students
who do not have challenging home lives.

3. Is there anything you would like to add regarding your perceptions of your students’ home
lives or cultures and its effect in the classroom?
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Interview Protocol
Pseudonym:
Grade Level:
Subject:
Gender:
Age:
Years of Experience:
Years at current school:
Years teaching middle school:
Where are you from:
Highest level of education:
Introduction to term funds of knowledge: This research is regarding funds of knowledge.
Are you familiar with this term? (assume no). Funds of knowledge is the idea that each student
brings certain knowledge, information, worldviews, and home/personal culture into the
classroom. Teachers can use these funds of knowledge as part of their lessons to create a learning
partnership and give the students a sense of ownership in their education, as well as a sense of
validation of the students’ own life and cultures outside of school. An example of this might be
a social studies teacher in Appalachia teaching about Appalachian culture who asks students to
bring in a family recipe to share with the class. The student becomes the expert when sharing
and gains validation from the teacher, becoming more engaged in the lesson and the learning. In
this interview, we will be examining ways in which you see the students’ culture as impactful in
your own classroom.
1. In what ways have ever observed characteristics of your students’ home life
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experiences? What commonalities do you see between these?
2. In what ways do you think students in this area have different home life experiences
than students in other areas?
3. How do you think this impacts their school experience? Positively or negatively? Can
you give any examples?
4. In what ways have you intentionally used something that you see from the students’
home lives in your lessons for those students?
-If not:
5. what do you think would encourage student engagement or achievement in your
classroom with your students?
6. To what extent do you think teachers should utilize students home lives and cultures in
the classroom? (does it have a place in the classroom?)
7. To what extent do you think it is the responsibility of the school or district to
encourage students’ home lives and cultures as a learning opportunity?
8. What do you think the school or district should do differently to encourage
achievement for this population of students?
9. How do you think your students would react if you planned a lesson around something
they are familiar with in their home lives or cultures?
10. Can you think of a lesson where bringing your students’ home lives and cultures into
the curriculum might be possible?
11. How would it change your teaching practices, if at all, if this study were to suggest
that using of this type of culturally conscious pedagogy is beneficial to the
academic?
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achievement of students in this area?
END INTERVIEW
-If examples given:
5. How did the students react?
6. What consequences, either positive or negative, to this did you notice? Specific to
attitude, engagement, or academics
7. How did this experience affect your plans for incorporating this type of lesson into
your classroom in the future?
8. What other types of activities have you or would you like to try using the students’
home lives in your lessons?
9. Why do you think bringing the students’ home life experiences into the classroom has
the effect it does, either positive or negative?
10. How supportive do you feel your school or district is for this type of pedagogy?
11. To what extent do you feel it is the responsibility of the educator, school, or district
to encourage students’ home lives and cultures as a learning opportunity?
12. What challenges or barriers do you see to implementing this type of pedagogy?
13. How do you involve parents in your classroom cultural pedagogy?
14. Is there anything else you would like to share?
END INTERVIEW
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Focus Group Questions

1. How do teachers of middle school students in one county in central Appalachia
describe what their students bring into the classroom from their home culture?
2. How have teachers of middle school students in one county in central Appalachia
utilized what their students bring into the classroom from their home culture to facilitate
academic outcomes?
3. How do teachers of middle school students in one county in central Appalachian
perceive the impact on student achievement when incorporating what their students bring into
the classroom from their home culture?
4. What reasons do teachers of middle school students in one county in central
Appalachia give for using what their students bring into the classroom from their home culture in
the classroom?
Thank you all so much for taking the time to participate in this! Your interviews and
surveys have already been a big help for my study. From this session, I’m just looking for a little
more data about topics I found interesting from your interviews. As a reminder, funds of
knowledge is looking at what types of knowledge the students bring into your classroom from
family, culture, community, and peers and how you can use it in the classroom to benefit the
students’ education.
1. In your interviews, the topics you all most mentioned that you see students bring into
your classrooms were family problems (not living with parents, unstable home life),
isolation, and lack of technology. Do you all agree with those? If not, why?
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2. In your interviews, a couple of you mentioned things such as farming or patriotism as
positive funds of knowledge the students bring in. What are some other positive funds
of knowledge you see?
3. Which of these funds of knowledge do you all think causes the biggest impact on
your classroom environment?
4. I know we discussed this as part of the interviews, but one of the goals of this focus
group is to share ideas with each other. What are some examples of how you’ve used
your students’ funds of knowledge as part of your lessons and what impact did it have
on your students and classroom environment?
5. How does that play out in your classrooms?
6. Why is middle school a particularly important age for bringing students’ culture into
the classroom?
7. Do any of you feel middle school is not an appropriate age to bring in students’
culture into the classroom?
8. How do you feel parents and families understand the process of education and
schooling for your students?
9. A common problem several of you mentioned in your interviews was getting parent
buy-in in the middle school age. What could teachers and our schools do to help
overcome that challenge?
10. In your interviews, several of you said one of the challenges to implementing this
type of pedagogy was time in the curriculum. How does this affect how you wish you
could conduct your lessons?
11. What do you feel might be ways to overcome lack of time in the curriculum?
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12. What supports would be helpful from your school’s administration in implementing
lessons using the students’ home knowledge and culture?
13. What support would be helpful from your district in implementing lessons using the
students’ home knowledge and culture?
14. What supports would be helpful from parents in implementing lessons using the
students’ home knowledge and culture?
15. Some of you mentioned in your interviews that you struggle to deal with the more
challenging aspects of your students’ funds of knowledge, such as a relative’s drug
use, household dysfunction, or even a parent in jail. Do you feel it’s a good idea to
use our students’ more challenging funds of knowledge as learning opportunities in
the classroom?
16. What are some what you could bring those challenging aspects in to your classroom
in a positive way?
17. When considering all the funds of knowledge we have discussed and what you see in
your classrooms, do you think the knowledge and culture the students bring in have a
mostly positive or negative impact on your classroom? Why?
18. What do you think is important for all teachers to know about using the students’
outside knowledge and culture in the classroom?
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